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Abstract	  	  	   This	  dissertation	  examined	  in	  a	  state-­‐required,	  online	  preservice	  teacher	  course	  in	  content	  area	  reading	  instruction	  (CARI)	  at	  a	  large	  land-­‐grant	  university	  in	  Minnesota.	  Few	  studies	  have	  been	  published	  to	  date	  on	  revitalized	  literacy	  teacher	  preparation	  efforts	  in	  CARI	  (See	  Vagle,	  Dillon,	  Davison-­‐Jenkins,	  &	  LaDuca,	  2005;	  Dillon,	  O’Brien,	  Sato,	  &	  Kelly,	  2011).	  	  Analysis	  of	  implementation	  of	  the	  revised	  online	  course	  Reading	  in	  the	  Content	  Areas	  for	  Initial	  Licensure	  Candidates	  afforded	  an	  opportunity	  to	  study	  1)	  an	  online	  CARI	  	  course	  for	  PTS,	  and	  2)	  a	  revised	  CARI	  course	  occasioned	  by	  new	  state	  teacher	  CARI	  standards	  {Minnesota	  Board	  of	  Teaching,	  2012,	  #45379;	  Minnesota	  Office	  of	  the	  Revisor	  of	  Statutes,	  2010,	  #81058}}.	  Results	  of	  this	  study	  fill	  a	  gap	  in	  the	  reading	  education	  literature	  at	  a	  time	  when	  improved	  teacher	  preparation	  for	  instruction	  in	  reading	  comprehension	  in	  all	  subject	  areas	  is	  vital	  for	  our	  students,	  and	  CARI	  teacher	  preparation	  that	  offers	  flexible	  implementation	  formats	  is	  a	  goal	  for	  postsecondary	  educators.	  	   This	  research	  used	  Yin’s	  approach	  to	  case	  study	  (Yin,	  2008)	  to	  construct	  a	  qualitative	  description	  of	  the	  revised	  online	  course	  design	  and	  of	  PT	  experiences	  of	  the	  course.	  Analysis	  of	  the	  description	  provides	  data	  that	  can	  inform	  course	  design	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v 
of	  online	  CARI	  PT	  courses	  as	  well	  as	  new	  directions	  for	  CARI	  research.	  	  Course	  design	  and	  components	  as	  well	  as	  PT-­‐produced	  artifacts	  were	  investigated	  in	  order	  to	  understand	  1)	  dispositions	  and	  knowledges	  of	  PTs	  regarding	  CARI	  before	  participation	  in	  the	  online	  course,	  2)	  how	  course	  components	  were	  they	  designed	  to	  effectively	  prepare	  secondary	  school	  PTs	  in	  CARI,	  and	  3)	  How	  course	  components	  and	  online	  learning	  environment	  impact	  PTs’	  disposition	  and	  knowledge	  of	  CARI.	  	   Analysis	  of	  course	  components	  and	  analysis	  of	  artifacts	  constructed	  by	  PTs	  from	  eight	  different	  content	  area	  PT	  preparation	  programs	  indicated	  that	  1)	  dispositions	  and	  knowledges	  of	  PTs	  regarding	  CARI	  before	  participation	  in	  the	  online	  course,	  2)	  how	  course	  components	  were	  they	  designed	  to	  effectively	  prepare	  secondary	  school	  PTs	  in	  CARI,	  and	  3)	  How	  course	  components	  and	  online	  learning	  environment	  impact	  PTs’	  disposition	  and	  knowledge	  of	  CARI.	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Chapter	  One:	  Introduction	  
	  
Context	  of	  the	  study	  	   I	  determined	  the	  topic	  of	  my	  dissertation	  by	  way	  of	  my	  experiences	  as	  a	  teacher	  of	  adolescents.	  For	  the	  last	  six	  years	  of	  my	  high	  school	  teaching	  career,	  I	  worked	  in	  an	  urban	  setting	  where	  many	  students	  had	  low	  reading	  levels,	  low	  motivation	  to	  read,	  and	  negative	  experiences	  in	  school.	  Many	  of	  these	  students	  struggled	  with	  poverty	  and,	  as	  ethnic	  or	  racial	  minority	  students,	  with	  prejudice.	  I	  came	  to	  believe	  that	  developing	  reading	  proficiency	  was	  one	  way	  for	  these	  students	  to	  empower	  themselves	  to	  live	  richer	  lives.	  	  	   I	  enrolled	  in	  the	  University	  of	  Minnesota’s	  doctoral	  program	  to	  learn	  how	  reading	  processes	  work	  and,	  specifically,	  how	  reading	  comprehension	  can	  be	  fostered	  in	  young	  people.	  As	  I	  progressed	  in	  my	  studies	  and	  with	  research	  experiences,	  I	  saw	  the	  study	  of	  reading	  as	  a	  progression	  of	  research	  on	  study	  skills	  to	  reading	  process	  to	  content	  area	  reading	  instruction	  (CARI).	  	  As	  I	  studied	  more,	  I	  learned	  how	  CARI	  research	  became	  enriched	  with	  studies	  in	  reading	  motivation	  and	  engagement,	  adolescent	  literacy,	  multiliteracies,	  critical	  literacies,	  and	  disciplinary	  literacies.	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   I	  also	  gained	  awareness	  of	  the	  need	  for	  CARI	  in	  schools	  in	  the	  context	  of	  the	  accountability	  movement	  heralded	  by	  NCLB,	  and	  later,	  by	  Race	  to	  the	  Top.	  Policy	  papers	  synthesized	  research	  to	  inform	  educators,	  administrators,	  and	  policy	  makers,	  and	  focused	  attention	  on	  the	  need	  to	  foster	  US	  students’	  reading	  comprehension	  skills	  and	  the	  create	  instruction	  that	  prepares	  students	  for	  the	  demands	  of	  citizenship	  and	  the	  work	  world	  of	  the	  20th	  and	  21st	  centuries.	  	  	   As	  I	  will	  detail	  in	  Chapter	  2’s	  review	  of	  literature,	  I	  learned	  that	  educators	  and	  researchers	  responded	  to	  our	  increased	  awareness	  of	  the	  need	  for	  CARI	  in	  US	  schools	  with	  several	  new	  approaches.	  Often	  the	  response	  to	  this	  call	  for	  implementing	  or	  improving	  existing	  CARI	  instruction	  took	  the	  form	  of	  creating	  research-­‐based	  standards	  for	  practicing	  teachers,	  designed	  to	  guide	  classroom	  instruction.	  	  New	  or	  revised	  CARI	  standards	  were	  also	  developed	  for	  universities	  to	  use	  in	  the	  preparation	  of	  middle	  and	  secondary	  teachers.	  Sometimes	  the	  new	  standards	  resulted	  in	  the	  creation	  of	  new	  courses	  and	  revised	  curricula	  related	  to	  the	  ways	  teachers	  learned	  about	  new	  developments	  in	  reading	  education.	  	  This	  allowed	  us,	  as	  a	  nation,	  to	  better	  prepare	  secondary	  students	  for	  improved	  reading	  comprehension	  across	  all	  content	  areas.	  	   My	  dissertation	  study	  focuses	  on	  a	  particular	  instance	  of	  CARI	  education	  course	  revision	  for	  PTs	  at	  the	  University	  in	  Minnesota,	  Twin	  Cities.	  Beginning	  in	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2006,	  reading	  educators	  with	  expertise	  in	  adolescent	  literacies	  at	  the	  university	  collaborated	  with	  content	  area	  program	  educators	  (e.g,	  professors	  in	  the	  discipline	  areas	  of	  science,	  math,	  and	  other	  content	  areas)	  to	  create	  and	  offer	  a	  course	  in	  CARI.	  	  This	  course	  was	  designed	  to	  draw	  upon	  historical	  and	  recent	  CARI	  research	  to	  prepare	  middle	  and	  secondary	  school	  preservice	  teachers	  (PTs)	  in	  the	  ways	  that	  they	  could	  support	  their	  future	  students	  abilities	  to	  read	  to	  learn	  in	  specific	  content	  areas.	  	  In	  response	  to	  content	  area	  program	  educators’	  scheduling	  needs,	  this	  course,	  Reading	  in	  the	  Content	  Areas	  for	  Initial	  Licensure	  Candidates	  (CI	  5452)	  was	  offered	  in	  an	  online	  format,	  with	  multiple	  sections	  for	  each	  program	  area,	  with	  varying	  hours	  of	  credit	  for	  particular	  discipline	  areas.	  My	  dissertation	  study	  focuses	  on	  the	  creation	  and	  changes	  in	  the	  online	  course	  that	  were	  influenced	  by	  new	  state	  teaching	  standards	  that	  took	  effect	  in	  2010.	  	  	   I	  note	  here	  that	  several	  content	  area	  faculty	  opted	  to	  develop	  coursework	  to	  meet	  their	  specific	  disciplinary	  standards	  in	  literacy.	  	  For	  example,	  one	  course	  was	  developed	  outside	  the	  purview	  of	  literacy	  educators	  who	  were	  also	  designing	  CARI	  courses	  for	  all	  content	  areas	  at	  the	  University	  of	  Minnesota.	  This	  program	  area,	  social	  studies,	  required	  its	  PTs	  to	  take	  a	  3-­‐credit	  social	  studies	  disciplinary	  literacy	  course.	  And	  several	  program	  area	  coordinators,	  when	  interviewed	  about	  their	  knowledge	  and	  dispositions	  of	  CARI	  as	  part	  of	  the	  design	  process	  for	  CI	  5452	  and	  for	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
4 
other	  disciplinary	  reading	  instruction	  projects,	  indicated	  that	  they	  were	  knowledgeable	  of	  CARI	  in	  terms	  of	  the	  pedagogy	  and	  research	  in	  their	  own	  fields.	  For	  example,	  when	  interviewed,	  the	  second	  languages	  and	  cultures	  coordinator,	  the	  social	  studies	  program	  coordinator,	  the	  mathematics	  program	  coordinator,	  and	  the	  science	  coordinator	  each	  stated	  their	  support	  for	  CARI	  integration	  in	  their	  content	  area	  programs	  CARI,	  their	  appreciation	  for	  the	  collaborative	  work	  CI	  5452	  designers	  were	  doing,	  and	  CARI	  concepts	  and	  resources	  particular	  to	  their	  disciplines.	  	  All	  of	  these	  perspectives	  about	  CARI	  and	  the	  need	  for	  a	  course	  on	  CARI	  concepts	  taught	  by	  literacy	  faculty-­‐-­‐in	  an	  already	  credit-­‐dense	  program—set	  the	  context	  for	  my	  dissertation	  research.	  	   Study	  Rationale.	  	  In	  the	  past	  decade,	  several	  teacher	  preparation	  programs	  in	  the	  United	  States	  have	  implemented	  courses	  for	  PTs	  in	  CARI	  in	  order	  to	  prepare	  new	  teachers	  to	  meet	  the	  needs	  of	  middle	  and	  high	  school	  students	  in	  reading	  comprehension	  across	  all	  academic	  content	  areas.	  Few	  studies	  have	  been	  published	  to	  date	  on	  revitalized	  literacy	  teacher	  preparation	  efforts,	  among	  them	  Vagle	  et	  al.	  in	  2005	  and	  Dillon	  et	  al.	  in	  2011.	  	  For	  this	  reason,	  there	  is	  a	  need	  for	  research	  on	  secondary	  preservice	  teacher	  education	  in	  CARI,	  most	  specifically	  in	  course	  design	  and	  experiences	  of	  PTs	  in	  such	  courses.	  	  To	  address	  this	  gap	  in	  research,	  I	  designed	  my	  dissertation	  study.	  	  The	  purpose	  of	  the	  study	  is	  to	  describe	  the	  course	  design	  and	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experiences	  of	  PTs	  in	  an	  online	  CARI	  education	  course,	  with	  a	  special	  focus	  on	  the	  spring	  2011	  semester	  of	  Reading	  in	  the	  Content	  Areas	  for	  Initial	  Licensure	  Candidates	  (CI	  5452).	  	   	  The	  course,	  Reading	  in	  the	  Content	  Areas	  for	  Initial	  Licensure	  Candidates,	  was	  selected	  as	  the	  subject	  of	  this	  study	  because	  it	  offered	  me	  an	  opportunity	  to	  describe	  a	  required	  experience,	  designed	  from	  a	  deep	  synthesis	  of	  CARI	  reading	  education	  research	  from	  the	  last	  half	  century.	  	  In	  addition,	  the	  course	  was	  redesigned	  for	  2011	  to	  incorporate	  new	  content	  area	  reading	  standards	  approved	  by	  the	  Minnesota	  State	  Legislature	  for	  the	  Minnesota	  Board	  of	  Teaching	  (MnBOT)	  in	  the	  summer	  of	  2010.	  	  	   Reading	  for	  Initial	  Licensure	  Candidates	  was	  also	  selected	  because	  the	  design	  and	  format	  of	  the	  course	  provided	  CARI	  education	  to	  a	  broad	  range	  of	  PTs,	  and	  because	  it	  is	  offered	  in	  an	  online	  format.	  Ten	  content	  area	  program	  areas	  are	  represented	  in	  the	  data	  for	  this	  study:	  agriculture	  education,	  art	  education,	  business	  and	  marketing	  education	  (BME),	  family	  and	  consumer	  science	  education	  (FACS),	  health	  education,	  mathematics	  education,	  music	  education,	  physical	  education,	  science	  education,	  second	  languages	  and	  cultures	  education	  (SLC),	  social	  studies	  education.	  And	  the	  course	  itself	  was	  offered	  online	  to	  meet	  the	  scheduling	  and	  logistical	  needs	  of	  those	  various	  program	  areas.	  The	  online	  format,	  a	  format	  that	  has	  not	  been	  studied	  for	  PT	  CARI	  courses,	  offered	  me	  an	  excellent	  opportunity	  to	  study	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not	  only	  a	  course	  focused	  on	  CARI	  but	  a	  new	  delivery	  system.	  Thus,	  my	  study	  of	  a	  CARI	  course	  for	  PTs	  serves	  to	  fill	  a	  current	  gap	  in	  the	  reading	  education	  literature	  at	  a	  time	  when	  improved	  teacher	  preparation	  for	  instruction	  in	  reading	  comprehension	  in	  all	  subject	  areas	  is	  vital	  for	  our	  students.	  	   Study	  format.	  In	  order	  to	  focus	  on	  the	  revision	  of	  the	  online	  CARI	  course,	  I	  used	  case	  study	  method	  in	  my	  work.	  	  Case	  study	  allows	  the	  examination	  of	  a	  bounded	  system.	  	  In	  my	  study,	  the	  boundedness	  was	  the	  time	  period	  of	  implementing	  the	  previous	  version	  of	  the	  CI	  5452	  course	  design	  (2009-­‐2010),	  and	  the	  new	  redesign	  (2011	  spring	  semester).	  	  Course	  data	  from	  my	  study	  of	  CI	  5452	  affords	  unique	  research	  opportunities	  because	  I	  examined	  PT	  preparation	  using	  student	  dialog-­‐journals	  and	  semester-­‐long	  interactive	  student-­‐driven	  inquiry	  (online	  discussions)	  into	  CARI.	  	  The	  study	  also	  offered	  me	  useful	  opportunities	  for	  analysis	  of	  changes	  in	  PT	  knowledge	  and	  dispositions	  regarding	  CARI.	  When	  analyzed	  together	  with	  two	  years	  of	  pre-­‐course	  surveys	  on	  student	  knowledge	  and	  dispositions	  regarding	  CARI,	  with	  post-­‐course	  surveys	  of	  student	  knowledge	  and	  dispositions	  regarding	  CARI,	  and	  with	  data	  from	  content	  area	  program	  group	  online	  discussions,	  the	  data	  from	  student	  dialog-­‐journals	  provides	  findings	  that	  have	  the	  potential	  of	  informing	  the	  future	  design	  and	  implementation	  of	  CARI	  courses	  for	  PTs	  nationwide.	   	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
7 
	  
Defining	  the	  terms	  The	  following	  terms	  will	  be	  used	  throughout	  this	  dissertation.	  
Content	  area	  reading	  instruction	  (CARI).	  CARI	  as	  a	  term	  or	  concept	  has	  been	  included	  in	  reading	  research	  in	  reading	  theory,	  content	  area	  reading	  education	  (Alexander	  &	  Judy,	  1988;	  1969;	  Moje,	  2006b;	  Moore,	  Moore,	  Cunningham,	  &	  Cunningham,	  1998;	  O’Brien,	  Stewart,	  &	  Moje,	  1995;	  Readance,	  Bean,	  &	  Baldwin,	  1947)	  adolescent	  literacy	  (Alvermann,	  Hinchman,	  Moore,	  Phelps,	  &	  Waff,	  2006;	  Lenters,	  2006;	  Moore,	  Bean,	  Birdshaw,	  &	  Rycik,	  1999;	  Moje,	  2002;	  O’Brien,	  2006)},	  academic	  language	  [CITE],	  technological-­‐,	  media-­‐,	  and	  multiple	  literacies	  [CITE],	  and	  sociocultural	  research	  on	  the	  creation	  and	  use	  of	  disciplinary	  literacy	  texts	  [CITE].	  	  For	  the	  purposes	  of	  this	  dissertation	  study,	  I	  use	  the	  description	  of	  CARI	  that	  is	  established	  in	  course	  material	  for	  CI	  5452	  by	  course	  developer	  David	  O’Brien	  (O’Brien	  &	  Boehm,	  2011).	  Components	  of	  the	  CI	  5452	  academic	  literacy	  support	  model	  of	  CARI	  are	  listed	  as	  follows:	  	  (a)	  assessments	  that	  get	  at	  middle	  and	  high	  school	  students’	  perceptions	  about	  themselves	  as	  readers,	  including	  their	  goals	  and	  expectations	  for	  reading	  and	  motivation	  for	  reading	  various	  types	  of	  school	  texts;	  these	  assessments	  are	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designed	  to	  provide	  teachers	  with	  the	  type	  of	  "authentic"	  information	  they	  need	  to	  engage	  students	  in	  reading;	  	  (b)	  	  strategic	  literacy	  and	  academic	  apprenticeship,	  components	  from	  the	  Strategic	  Literacy	  Initiative	  (http://www.wested.org/stratlit/prodevel/exart.shtml)	  in	  which	  teachers	  make	  their	  own	  reading	  public	  and	  re-­‐orient	  students	  to	  take	  reading	  seriously	  while	  helping	  students	  hone	  reading	  strategies	  with	  the	  support	  of	  teachers;	  	  (c)	  support	  for	  students’	  development	  of	  knowledge	  about	  academic	  language	  (including	  vocabulary,	  symbol	  systems,	  and	  visual	  media),	  discourses,	  and	  text	  types,	  as	  well	  as	  integration	  of	  instruction	  designed	  to	  increase	  students’	  ability	  to	  engage	  academic	  language	  to	  understand	  concepts	  in	  different	  content	  areas;	  	  (d)	  and	  a	  focus	  on	  motivation	  and	  engagement	  which	  acknowledges	  that	  it	  is	  just	  as	  important	  that	  students	  choose	  to	  engage	  with	  reading	  because	  they	  feel	  confident	  and	  have	  personally	  relevant	  goals	  for	  reading	  as	  it	  is	  that	  they	  know	  how	  to	  read	  texts	  in	  various	  content	  areas	  (O’Brien	  &	  Boehm,	  2011).	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   Thus	  for	  the	  purposes	  of	  initial	  inquiry	  in	  this	  dissertation	  study,	  the	  answer	  to	  the	  question	  “What	  is	  CARI?”	  is	  that	  CARI	  is	  academic	  literacy	  support,	  and	  that	  academic	  literacy	  support	  includes	  knowledge	  about	  reading	  assessment,	  reading	  instruction,	  reading	  theory,	  and	  research	  on	  motivation	  and	  engagement	  in	  reading.	  	  I	  have	  taken	  up	  this	  definition	  of	  CARI	  because	  it	  is	  the	  basis	  for	  the	  design	  of	  the	  course	  itself,	  as	  explained	  by	  the	  course	  designers.	  	  A	  discussion	  of	  the	  possible	  critique	  of	  this	  definition	  is	  left	  for	  the	  Conclusion	  of	  this	  study.	  This	  description	  of	  CARI	  used	  to	  undergird	  CI	  5452	  does	  not	  include	  elementary	  reading	  instruction,	  that	  is,	  it	  does	  not	  include	  a	  focus	  on	  instruction	  of	  decoding,	  of	  beginning	  reading,	  or	  of	  intermediate	  reading.	  	  Rather,	  the	  description	  focuses	  on	  instruction	  in	  secondary	  reading:	  instruction	  intended	  to	  help	  students	  to	  build	  skills	  for	  reading	  comprehension	  in	  various	  academic	  disciplines.	  	  As	  stated	  in	  learning	  module	  IA	  of	  CI	  5452,	  “Reading	  in	  the	  content	  areas,	  more	  recently	  termed	  content	  area	  literacy	  and	  academic	  literacy,	  concerns	  the	  support	  of	  students’	  reading	  in	  various	  subject	  areas.	  Typically,	  this	  focus	  on	  reading	  in	  various	  content	  areas	  targets	  middle	  and	  secondary	  levels,	  since	  at	  these	  levels,	  students	  are	  engaged	  more	  in	  reading	  to	  learn	  than	  learning	  to	  read.	  (O’Brien	  &	  Boehm,	  2011).	  
Professional	  dispositions,	  professional	  knowledge.	  The	  terms	  disposition	  and	  knowledge	  have	  been	  well	  established	  in	  the	  research	  literature.	  	  For	  the	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purposes	  of	  this	  study	  I	  refer	  to	  two	  professional	  organization’s	  definitions	  of	  the	  terms:	  The	  National	  Council	  for	  the	  Accreditation	  of	  Teacher	  Education	  (NCATE)	  and	  the	  International	  Reading	  Association.	  	  NCATE	  defines	  dispositions	  in	  its	  current	  Professional	  Standards	  for	  the	  Accreditation	  of	  Teacher	  Preparation	  Institutions	  as	  “attitudes,	  values,	  and	  beliefs”	  demonstrated	  through	  “behaviors	  as	  educators	  interact	  with	  students,	  families,	  colleagues,	  and	  communities	  (NCATE,	  2008,	  p.	  89).	  	  The	  expanded	  definition	  follows.	  
Professional	  Dispositions.	  Professional	  attitudes,	  values,	  and	  beliefs	  demonstrated	  through	  both	  verbal	  and	  non-­‐verbal	  behaviors	  as	  educators	  interact	  with	  students,	  families,	  colleagues,	  and	  communities.	  These	  positive	  behaviors	  support	  student	  learning	  and	  development.	  NCATE	  expects	  institutions	  to	  assess	  professional	  dispositions	  based	  on	  observable	  behaviors	  in	  educational	  settings.	  The	  two	  professional	  dispositions	  that	  NCATE	  expects	  institutions	  to	  assess	  are	  
fairness	  and	  the	  belief	  that	  all	  students	  can	  learn.	  Based	  on	  their	  mission	  and	  conceptual	  framework,	  professional	  education	  units	  can	  identify,	  define,	  and	  operationalize	  additional	  professional	  dispositions	  (NCATE,	  2008,	  pp.	  89-­‐90).	  In	  that	  same	  document,	  NCATE	  distinguishes	  knowledge	  from	  dispositions	  by	  describing	  knowledge	  as	  understandings	  rather	  than	  as	  attitudes,	  values,	  and	  beliefs.	  
Professional	  knowledge.	  The	  historical,	  economic,	  sociological,	  philosophical,	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and	  psychological	  understandings	  of	  schooling	  and	  education.	  It	  also	  includes	  knowledge	  about	  learning,	  diversity,	  technology,	  professional	  ethics,	  legal	  and	  policy	  issues,	  pedagogy,	  and	  the	  roles	  and	  responsibilities	  of	  the	  profession	  of	  teaching.	  (NCATE,	  2008,	  p.	  90)	  While	  the	  distinction	  between	  attitudes,	  values,	  and	  beliefs	  (dispositions)	  and	  understanding	  (knowledge)	  serve	  as	  helpful	  initial	  descriptions	  of	  PT	  and	  inservice	  teacher	  dispositions	  and	  knowledges,	  it	  does	  not	  specifically	  address	  PT	  knowledge	  in	  terms	  of	  CARI,	  the	  focus	  of	  my	  study.	  	  For	  a	  description	  of	  teacher	  knowledge	  focused	  on	  CARI,	  I	  refer	  to	  the	  Professional	  Standards	  for	  Middle	  and	  High	  School	  Classroom	  Content	  Teachers	  published	  by	  the	  International	  Reading	  Association	  (IRA)	  in	  2010.	  	  The	  term	  knowledge	  is	  explicitly	  present	  in	  three	  of	  these	  IRA	  2010	  standards,	  Standard	  1-­‐Foundational	  Knowledge,	  Standard	  2-­‐Curriculum,	  and	  Standard	  6-­‐Professional	  Learning	  and	  Leadership.	  Knowledge	  is	  distinguished	  from	  the	  term	  understanding	  which	  is	  part	  of	  the	  NCATE	  definition	  of	  knowledge.	  
Understanding	  is	  included	  along	  with	  its	  verbal	  counterpart	  understand	  in	  Standard	  3-­‐Assessment	  and	  Evaluation	  and	  Standard	  4-­‐Diversity.	  The	  IRA	  description	  of	  knowledge	  includes	  theoretical	  and	  practice-­‐based	  elements.	  	  Foundational	  knowledge	  is	  said	  to	  include	  understanding	  of	  student	  learning	  in	  terms	  of	  “major	  theories	  and	  empirical	  research	  that	  describe	  the	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cognitive,	  linguistic,	  motivational,	  and	  sociocultural	  foundations	  of	  reading	  and	  writing”	  (Standard	  1.1)	  as	  well	  as	  PT	  and	  inservice	  teacher	  learning	  in	  terms	  of	  “adult	  learning	  theories	  and	  related	  research	  about	  organizational	  change,	  professional	  development	  and	  school	  culture”	  (Standard	  6.1).	  	  Knowledge	  of	  student	  learning	  theory	  and	  teacher	  professional	  development	  theory	  are	  set	  in	  the	  “historically	  shared	  knowledge	  of	  the	  profession	  and	  changes	  over	  time	  in	  the	  perceptions	  of	  the	  reading	  and	  writing	  development,	  processes,	  and	  components.”	  (Standard	  1.2)	  	  	   	   Practice-­‐based	  elements	  of	  this	  description	  of	  knowledge	  are	  also	  present.	  	  Knowledge	  includes	  understanding	  of	  “professional	  judgment	  and	  practical	  knowledge	  for	  improving	  all	  students’	  reading	  development	  and	  achievement”	  (Standard	  1.3)	  and	  the	  use	  of	  foundational	  knowledge	  “to	  design	  or	  implement	  an	  integrated,	  comprehensive,	  and	  balanced	  curriculum”	  (Standard	  2.1).	  	  One	  notes	  in	  these	  phrases	  the	  term	  “professional	  judgment,“	  which	  echoes	  the	  NCATE	  definition	  of	  disposition	  as	  attitude,	  value,	  and	  belief	  rather	  than	  that	  of	  knowledge	  as	  understanding;	  that	  is,	  the	  IRA	  definition	  of	  knowledge	  includes	  a	  value-­‐based	  description,	  that	  of	  professional	  judgment.	  	  The	  IRA	  definition	  of	  knowledge	  continues	  with	  the	  addition	  of	  understanding	  of	  “types	  of	  assessments	  and	  their	  purposes,	  strengths,	  and	  limitations”	  (Standard	  3.1)	  and	  realized	  as	  the	  teacher	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“recognize[s],	  understand[s],	  and	  value[s]	  the	  forms	  of	  diversity	  that	  exist	  in	  society	  and	  their	  importance	  in	  learning	  to	  read	  and	  write”	  (Standard	  4.1).	  	   	   The	  IRA	  description	  of	  dispositions	  in	  the	  Professional	  Standards	  for	  Middle	  and	  High	  School	  Classroom	  Content	  Teachers	  is	  less	  detailed	  than	  the	  IRA	  description	  of	  knowledge.	  	  Dispositions	  are	  described	  in	  this	  document	  as	  “positive	  dispositions	  related	  to	  their	  own	  reading	  and	  writing	  and	  the	  teaching	  of	  reading	  and	  writing”	  (Standard	  6.2)	  that	  are	  seen	  in	  “positive	  reading	  and	  writing	  behaviors”	  modeled	  for	  students	  as	  well	  as	  “positive	  dispositions	  related	  to	  their	  own	  reading	  and	  writing”	  (Standard	  6.2).	  	   	   A	  synthesis	  of	  the	  NCATE	  and	  IRA	  descriptions	  of	  teacher	  disposition	  and	  of	  teacher	  knowledge	  will	  serve	  as	  part	  of	  the	  theoretical	  framework	  for	  this	  study.	  	  
Dispositions	  are	  described	  in	  my	  study	  as	  teacher	  attitudes,	  values,	  and	  beliefs	  that	  are	  observed	  in	  professional	  judgments	  and	  in	  verbal	  and	  non-­‐verbal	  behaviors	  of	  educators	  in	  the	  contexts	  of	  interaction	  with	  students,	  families,	  colleagues,	  and	  communities.	  Dispositions	  regarding	  CARI	  are	  observed	  in	  educators	  as	  these	  verbal	  and	  non-­‐verbal	  behaviors	  pertain	  to	  educators’	  own	  reading	  and	  writing,	  and	  the	  reading	  and	  writing	  of	  their	  students.	  Knowledge,	  or	  more	  precisely,	  knowledges	  are	  described	  as	  the	  educator’s	  broad	  “historical,	  economic,	  sociological,	  philosophical,	  and	  psychological	  understandings	  of	  schooling	  and	  education”	  (NCATE,	  2008,	  p.	  90)	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and	  as	  the	  educator’s	  specific	  theoretical	  knowledges	  pertaining	  to	  “cognitive,	  linguistic,	  motivational,	  and	  sociocultural”	  foundations	  and	  processes	  of	  reading	  and	  reading	  instruction	  (IRA,	  2010),	  and	  the	  educator’s	  practice-­‐based	  enactment	  and	  modeling	  of	  reading	  habits	  and	  processes,	  and	  in	  educators’	  practice	  of	  the	  teaching	  of	  reading.	  
Preservice	  teacher	  (PT)	  experience.	  For	  the	  purposes	  of	  this	  study,	  PT	  
experience	  of	  CI	  5452	  will	  be	  discussed	  in	  terms	  of	  PT	  dispositions	  regarding	  CARI,	  PT	  knowledge	  about	  CARI,	  and	  PT	  practices	  using	  CARI	  ideas.	  	  This	  definition	  of	  PT	  experience	  draws	  on	  research	  into	  the	  link	  between	  teacher	  knowledge	  and	  dispositions	  and	  teachers’	  instructional	  practices	  that	  are	  referred	  to	  by	  Fang	  (1996)	  as	  beliefs	  and	  practices	  research.	  This	  research	  draws	  on	  research	  in	  cognitive	  psychology	  and	  the	  diversification	  of	  research	  paradigms	  in	  the	  late	  20th	  century	  (Fang,	  1995)	  to	  describe	  the	  process	  of	  teaching	  and	  to	  determine	  factors	  that	  contribute	  to	  that	  process	  (Clark	  and	  Pearson,	  1986).	  	  	  
Study	  overview	  The	  purpose	  of	  this	  study	  is	  to	  contribute	  to	  the	  scholarly	  discussion	  of	  CARI	  course	  development	  by	  describing	  the	  impact	  of	  CI	  5452	  Reading	  in	  the	  Content	  Area	  
for	  Initial	  Licensure	  Candidates	  on	  the	  knowledge	  and	  dispositions	  of	  content	  area	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preservice	  teachers.	  In	  order	  to	  accomplish	  this	  purpose,	  the	  study	  will	  inquire	  into	  preservice	  teacher’s	  knowledges	  and	  dispositions	  before	  and	  after	  the	  course,	  the	  instructional	  components	  and	  design	  of	  the	  course,	  and	  student	  work	  that	  provides	  data	  on	  the	  impact	  of	  these	  elements	  on	  preservice	  teacher	  dispositions	  and	  knowledge	  of	  CARI.	  This	  study	  is	  driven	  by	  three	  research	  questions.	  In	  order	  to	  study	  the	  course	  design	  and	  experiences	  of	  PTs	  in	  this	  online	  CARI	  education	  course,	  this	  study	  will	  ask	  three	  primary	  research	  questions,	  seen	  on	  the	  following	  page:	  	  1.	  What	  are	  the	  dispositions	  and	  knowledges	  of	  secondary	  school	  content	  area	  PTs	  regarding	  content	  area	  reading	  instruction	  (CARI)	  before	  participation	  in	  
Reading	  in	  the	  Content	  Area	  for	  Initial	  Licensure	  Candidates,	  a	  course	  on	  CARI?	  2.	  	  What	  are	  the	  components	  of	  the	  online	  course	  Reading	  in	  the	  Content	  Area	  
for	  Initial	  Licensure	  Candidates	  (CI	  5452),	  and	  how	  were	  they	  designed	  to	  effectively	  prepare	  secondary	  school	  PTs	  in	  CARI?	  3.	  How	  do	  course	  components	  and	  online	  learning	  environment	  impact	  secondary	  school	  content	  area	  PTs’	  disposition	  and	  knowledge	  of	  CARI?	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In	  order	  to	  answer	  those	  questions	  as	  fully	  as	  possible,	  I	  present	  a	  review	  of	  the	  literature	  in	  chapter	  2	  to	  determine	  current	  knowledge	  on	  dispositions	  and	  knowledges	  of	  PTs	  regarding	  CARI;	  the	  components	  of	  effective	  PT	  education	  in	  CARI	  including	  those	  indicated	  by	  reading	  research,	  reading	  education	  policy	  research,	  and	  reading	  education	  standards	  research;	  and	  current	  research	  on	  effective	  online	  course	  design	  for	  teacher	  preparation.	  In	  Chapter	  3,	  the	  methodology	  of	  my	  study	  is	  described	  and	  I	  propose	  that	  qualitative	  methodology	  is	  most	  appropriate,	  given	  the	  study’s	  research	  questions.	  	  In	  the	  same	  chapter	  I	  present	  the	  theoretical	  frameworks	  I	  used	  to	  ground	  the	  study,	  including	  a	  rationale	  for	  integration	  of	  pragmatism,	  constructivism,	  and	  social	  cognitive	  theory	  into	  the	  methodology.	  Pragmatism	  is	  presented	  as	  an	  effective	  framework	  for	  educational	  research	  (Dillon,	  O’Brien,	  &	  Heilman,	  2013.),	  and	  constructivism	  and	  social	  cognitive	  theory	  (Bandura,	  Bruner,	  Frankl,	  and	  others.)	  are	  presented	  as	  useful	  approaches	  to	  understanding	  learning	  and	  teaching.	  	  Case	  study,	  as	  described	  by	  Yin	  (2008),	  is	  introduced	  as	  the	  method	  used	  for	  my	  study,	  and	  rationale	  for	  this	  choice	  is	  given.	  My	  data	  sources	  and	  data	  analysis	  methods	  are	  explained,	  data	  instruments	  are	  presented,	  and	  connections	  are	  drawn	  between	  research	  questions,	  data	  sources,	  and	  data	  analysis	  methods.	  In	  Chapter	  4,	  I	  present	  the	  findings	  from	  my	  study	  supported	  by	  evidence	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from	  the	  data	  analysis.	  Components	  of	  the	  online	  course	  are	  described,	  providing	  a	  context	  for	  PT	  perspective	  and	  findings	  from	  the	  course.	  I	  then	  present	  a	  brief	  history	  of	  course	  development,	  and	  I	  examine	  course	  artifacts,	  including	  the	  online	  design	  of	  the	  course.	  	  Building	  on	  these	  descriptions,	  I	  present	  findings	  from	  course	  surveys	  from	  2009-­‐2010	  that	  describe	  PTs’	  beliefs	  and	  knowledges	  about	  CARI	  in	  terms	  of	  individual	  responses	  and	  responses	  across	  program	  area	  groups	  of	  PTs.	  These	  findings	  serve	  as	  baseline	  data	  for	  my	  analyses	  of	  PT	  semester-­‐long,	  interactive	  dialog	  journal	  postings,	  which	  offer	  descriptions	  of	  PT	  learning,	  beliefs,	  and	  knowledge	  regarding	  CARI	  across	  the	  semester.	  I	  compare	  and	  contrast	  dialog-­‐journal	  data	  across	  individual	  PTs	  and	  across	  program	  area	  groups.	  Next	  I	  triangulate	  these	  sets	  of	  data	  with	  findings	  from	  end-­‐of-­‐course	  surveys.	  	  All	  of	  these	  analyses	  highlight	  PT	  learning,	  beliefs	  about	  CARI,	  and	  knowledges	  about	  CARI	  for	  individual	  PTs	  and	  across	  program	  area	  groups.	  The	  findings	  from	  all	  analyses	  are	  synthesized,	  and	  exemplar	  student	  data	  are	  explored	  to	  illustrate	  findings.	  In	  Chapter	  5	  I	  revisit	  the	  rationale	  for	  the	  study,	  with	  an	  eye	  toward	  the	  gap	  in	  the	  literature	  on	  PT	  course	  design	  and	  experience	  in	  CARI.	  I	  provide	  a	  synthesis	  of	  the	  results	  of	  analysis,	  organized	  in	  terms	  of	  the	  study’s	  research	  questions,	  present	  conclusions,	  and	  speculate	  by	  noting	  implications	  for	  teacher	  education	  in	  CARI.	  The	  current	  context	  of	  research	  in	  PT	  education	  in	  CARI	  is	  briefly	  described,	  including	  an	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overview	  of	  current	  course	  offering	  in	  several	  postsecondary	  institutions,	  and	  connections	  are	  drawn	  between	  the	  synthesis	  of	  the	  study	  results	  and	  the	  current	  context	  of	  PT	  education	  in	  CARI.	  	  Finally,	  I	  draw	  implications	  for	  further	  study,	  based	  on	  ways	  to	  improve	  the	  research	  I	  undertook,	  and	  needs	  identified	  in	  the	  current	  context	  of	  research	  in	  PT	  education	  in	  CARI.	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Chapter	  Two:	  Review	  of	  Literature	  
Introduction	  	   Chapter	  2	  provides	  a	  review	  of	  research	  literature	  related	  to	  aspects	  of	  preservice	  teacher	  (PT)	  online	  education	  in	  content	  area	  reading	  instruction	  (CARI).	  	  The	  purpose	  of	  my	  dissertation	  study	  was	  to	  describe	  the	  development	  and	  implementation	  of	  a	  newly	  redesigned	  CARI	  course	  taken	  by	  candidates	  for	  middle	  and	  secondary	  teaching	  licensure	  and	  required	  by	  the	  Minnesota	  Board	  of	  Teaching	  (BOT).	  These	  dissertation	  findings	  are	  intended	  to	  contribute	  to	  knowledge	  of	  teacher	  candidates’	  dispositions	  and	  understanding	  of	  reading	  instruction	  in	  their	  respective	  disciplines	  prior	  to,	  and	  a	  result	  of,	  participating	  in	  an	  online	  required	  university	  course,	  grounded	  in	  standards	  for	  reading	  instruction	  knowledge	  and	  practice	  set	  for	  teacher	  candidates	  in	  the	  state	  of	  Minnesota.).	  	   In	  order	  to	  ground	  my	  explorations	  of	  the	  research	  questions	  themselves,	  I	  conducted	  a	  review	  of	  the	  literature	  on	  CARI	  instruction	  for	  preservice	  teachers,	  on	  CARI	  standards	  and	  their	  impact	  on	  course	  design,	  and	  on	  delivery	  modes	  for	  CARI	  instruction	  with	  a	  focus	  on	  online	  learning,	  the	  principal	  format	  for	  this	  course.	  	  I	  will	  first	  present	  a	  historical	  overview	  of	  CARI	  research	  that	  will	  inform	  the	  dissertation	  study	  question,	  “How	  do	  the	  components	  of	  CI	  5452	  address	  preservice	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teacher	  education	  in	  content	  area	  reading	  instruction?”	  	  Second,	  I	  present	  a	  synthesis	  of	  research	  on	  development	  of	  CARI	  standards	  for	  PT	  certification	  and	  on	  PT	  preparation	  in	  CARI	  that	  will	  inform	  the	  dissertation	  study	  questions,	  “How	  do	  course	  components	  impact	  preservice	  teachers	  dispositions	  and	  understandings	  of	  content	  area	  reading	  instruction?”	  and	  “What	  are	  the	  dispositions	  and	  understandings	  of	  preservice	  teacher	  in	  the	  course	  regarding	  content	  area	  reading	  instruction?”	  Following	  this	  review	  of	  literature,	  I	  offer	  conclusions	  to	  explain	  how	  the	  research	  review	  leads	  to	  my	  area	  of	  inquiry.	  
	  
How	  I	  conducted	  my	  literature	  review	   	  	   In	  order	  to	  determine	  trends	  across	  this	  broad	  swath	  of	  reading	  research	  literature,	  I	  examined	  CARI	  theory	  and	  practice	  by	  reading	  research	  from	  peer-­‐reviewed	  articles	  in	  frequently-­‐cited	  professional	  journals	  (e.g.,	  Journal	  of	  Adult	  and	  Adolescent	  Literacy,	  Journal	  of	  Educational	  Research,	  and	  Reading	  Research	  Quarterly),	  the	  Handbooks	  of	  Reading	  Research	  from	  1984	  to	  2010,	  and	  books	  published	  by	  the	  International	  Reading	  Association	  (IRA)	  from	  1969	  to	  2010.	  I	  examined	  literature	  reviews	  of	  CARI	  and	  CARI	  teacher	  education	  research	  (e.g.,	  Moore	  et	  al.,	  1983;	  Richardson,	  2008,	  #86365;	  Risko	  et	  al.,	  2008,	  #77544},	  key	  policy	  papers	  concerning	  CARI	  and	  CARI	  teacher	  education	  and	  from	  analysis	  of	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those	  reviews	  from	  1981	  and	  2010,	  and	  determined	  keywords	  for	  my	  online	  search	  that	  reflected	  research	  in	  CARI	  including:	  reading	  education,	  content	  area	  reading,	  content	  area	  literacy,	  adolescent	  literacy,	  multi-­‐literacies,	  struggling	  readers,	  and	  disciplinary	  literacy.	  	  	  	  
What	  is	  CARI?	  	   CARI	  is,	  as	  stated	  in	  Chapter	  1,	  “Content	  Area	  Reading	  Instruction.”	  Components	  of	  CARI,	  as	  seen	  in	  the	  objectives	  for	  the	  course	  examined	  for	  this	  study,	  Reading	  in	  the	  Content	  Areas	  for	  Initial	  Licensure	  Candidates,	  include	  an	  understanding	  of	  the	  reading	  process,	  best	  practices	  for	  using	  reading	  and	  writing	  to	  foster	  learning	  in	  content	  area	  courses,	  an	  understand	  how	  engagement	  and	  motivation	  enhance	  learning,	  knowledge	  of	  assessments	  and	  word	  study	  that	  enhance	  learning,	  and	  an	  understanding	  of	  the	  range	  of	  texts,	  student	  motivation,	  and	  student	  reading	  abilities	  present	  among	  pupils	  in	  today’s	  secondary	  schools	  (See	  course	  syllabi,	  Appendix	  X).	  These	  course	  components	  are	  drawn	  from	  a	  century-­‐long	  body	  of	  research,	  infused	  with	  current	  research-­‐based	  topics.	  The	  following	  sections	  will	  ground	  this	  description	  of	  CARI	  in	  the	  reading	  education	  literature	  of	  the	  Twentieth	  Century,	  the	  Twenty-­‐first	  Century	  in	  the	  growing	  body	  of	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research	  on	  disciplinary	  literacy,	  and	  in	  the	  academic	  standards	  for	  PT	  knowledge	  of	  CARI	  within	  the	  state	  of	  Minnesota.	  	   Building	  on	  the	  description	  of	  CARI	  provided	  above,	  this	  literature	  review	  will	  continue	  by	  turning	  to	  findings	  on	  PT	  dispositions	  and	  knowledges	  regarding	  CARI.	  	  Research	  question	  1	  for	  this	  study	  was,	  “What	  are	  the	  dispositions	  and	  knowledges	  of	  secondary	  school	  content	  area	  PTs	  regarding	  content	  area	  reading	  instruction	  (CARI)	  prior	  to	  course	  content	  and	  format	  revision?”	  In	  order	  to	  ground	  this	  study	  in	  the	  literature,	  I	  reviewed	  research	  on	  dispositions	  and	  knowledges	  of	  PTs	  regarding	  CARI.	  	  	   After	  having	  determined	  a	  description	  of	  CARI	  and	  of	  PT	  dispositions	  and	  knowledges	  from	  the	  literature,	  this	  review	  then	  turns	  to	  findings	  on	  design	  and	  formatting	  of	  courses	  that	  teach	  CARI	  to	  PTs.	  	  The	  second	  research	  question	  for	  this	  study	  was,	  “What	  are	  the	  components	  of	  the	  online	  course	  Reading	  in	  the	  Content	  
Area	  for	  Initial	  Licensure	  Candidates	  (CI	  5452),	  and	  how	  were	  they	  designed	  to	  prepare	  secondary	  school	  PTs	  in	  CARI?”	  In	  this	  section	  I	  explore	  research-­‐based	  standards	  and	  guidelines	  for	  CARI	  course	  design,	  research	  on	  CARI	  course	  design,	  on	  the	  choosing	  of	  formats	  for	  CARI	  courses,	  literacy,	  and	  in	  the	  academic	  standards	  for	  PT	  knowledge	  of	  CARI.	  	  As	  seen	  in	  Table	  1.1,	  CARI	  research	  may	  be	  categorized	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by	  trends	  across	  decades.	  These	  trends	  are	  not	  mutually	  exclusive.	  	  That	  is,	  research	  in	  each	  trend	  is	  informed	  and	  grounded	  study	  of	  subsequent	  trends.	  	  	  
	   Historical	  roots	  of	  CARI.	  	  Research	  syntheses	  and	  meta-­‐analyses	  of	  the	  CARI	  research	  trace	  the	  roots	  of	  content	  area	  literacy	  instruction	  in	  the	  United	  States	  as	  far	  back	  as	  the	  work	  of	  Edward	  L.	  Thorndike	  and	  William	  S.	  Gray	  at	  the	  turn	  of	  the	  Twentieth	  Century.	  	  In	  fact,	  David	  Moore,	  in	  his	  Historical	  Exploration	  of	  Content	  
Area	  Instruction,	  locates	  the	  roots	  of	  content	  area	  reading	  research	  as	  well	  as	  roots	  of	  modern	  U.S.	  education	  in	  three	  trends	  of	  research	  and	  practice:	  Humanist	  tradition,	  Developmentalist	  tradition,	  and	  Scientific	  Determinism	  (Moore	  et	  al.,	  1983,).	  	  Horace	  Mann,	  arguing	  for	  the	  humanist	  approach	  to	  education	  in	  1845,	  stated,	  “to	  suffer	  children	  to	  read	  without	  understanding	  is	  one	  of	  the	  most	  flagrant	  cases	  of	  incompetent	  teaching”	  (Caldwell	  &	  Courtis,	  1925).	  	   Tracing	  research	  in	  reading	  process	  and	  reading	  instruction	  from	  1870	  until	  1970,	  Venezky	  notes	  that	  from	  1910	  to	  1920,	  the	  emphasis	  in	  research	  on	  reading	  turned	  from	  basic	  perceptual	  processes	  to	  teaching	  and	  testing	  (Venezky,	  1984).	  Venezky’s	  research	  indicated	  that	  reading	  in	  reading	  research	  in	  1900-­‐1915	  referred	  to	  reading	  aloud,	  and	  that	  a	  shift	  in	  instructional	  emphasis	  in	  1915	  to	  1920	  brought	  about	  research	  on	  understanding	  text	  (Venezky,	  1984).	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   Several	  studies	  of	  those	  first	  decades	  of	  the	  Twentieth	  Century	  contributed	  to	  the	  shift	  in	  research	  and	  practice	  from	  oral	  to	  silent	  reading,	  among	  them	  the	  work	  of	  Mead	  (Mead,	  1915);(Mead,	  1917)	  and	  Pinter	  (Pinter,	  1913).	  It	  is	  interesting	  to	  note	  that	  the	  discussion	  of	  reading	  comprehension	  as	  such	  was	  seldom	  found	  in	  the	  research	  literature	  before	  1950.	  	  In	  seminal	  studies	  of	  reading	  and	  education,	  Gray	  indicated	  that	  the	  study	  of	  comprehension	  had	  proven	  very	  difficult,	  writing,	  “As	  to	  comprehension,	  the	  problems	  have	  proven	  even	  more	  challenging.	  The	  varied	  nature	  of	  comprehension	  has	  been	  emphasized	  by	  the	  wide	  variety	  of	  objective	  tests	  that	  have	  been	  used	  in	  measure	  it;	  in	  fact,	  there	  is	  ample	  evidence	  now	  that	  the	  term	  is	  too	  loosely	  used.”(Gray,	  1938),	  p.	  104.	  	  What	  I	  found	  instead	  was	  that	  during	  the	  first	  decades	  of	  the	  Twentieth	  Century	  much	  reading	  research	  focused	  on	  the	  difficulty	  of	  vocabulary	  within	  text,	  as	  measured	  by	  difficulty	  of	  understanding	  (Chambers,	  1904;	  Gray,	  1937).	  	  	  	   Notable	  exceptions	  to	  this	  trend	  of	  vocabulary	  research	  were	  the	  work	  of	  Henderson	  (Henderson,	  1903)	  and	  Bartlett	  (1932,	  #56967)	  who	  described	  the	  dynamics	  of	  memory	  organization	  and	  prior	  experience	  in	  the	  recall	  of	  narrative	  and	  expository	  texts.	  	  In	  contrast,	  the	  work	  of	  Smith	  (Smith,	  1919b)	  and	  Wagner	  (Wagner,	  1938)	  relate	  student	  reading	  ability	  and	  students’	  grades	  in	  subject-­‐matter	  courses.	  	  Moore	  and	  colleagues	  refer	  to	  these	  studies	  as	  research	  that	  “gave	  rise	  to	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content	  area,	  reading-­‐to-­‐learn	  instruction”(1983,	  #96473),	  and	  include	  among	  them	  the	  work	  of	  Thorndike	  and	  his	  study	  	  “Reading	  as	  Reasoning:	  A	  Study	  of	  Mistakes	  in	  
Paragraph	  Reading”	  (E.L.,	  1917).	  	  In	  Reading	  as	  Reasoning	  Thorndike	  described	  reading	  comprehension	  as	  an	  active	  process,	  and	  called	  on	  teachers	  to	  replace	  oral	  reading	  with	  silent	  reading	  exercises	  that	  required	  students	  to	  ask	  questions	  about	  what	  they	  read,	  to	  summarize	  material,	  and	  to	  answer	  questions	  about	  what	  they	  read	  (E.L.,	  1917).	  As	  Moore	  points	  out	  in	  his	  history	  of	  content	  area	  reading	  research,	  it	  is	  interesting	  that	  Thorndike	  also	  concludes	  his	  famous	  article	  with	  the	  statement,	  “Perhaps	  it	  is	  in	  their	  outside	  reading	  of	  stories	  and	  in	  their	  study	  of	  geography,	  history,	  and	  the	  like,	  that	  many	  school	  children	  really	  learn	  to	  read.”	  (Moore,	  Bean,	  Birdshaw,	  &	  Rycik,	  1999),	  p.	  282)	  	   Thus,	  the	  roots	  of	  CARI	  are	  traced	  at	  least	  as	  far	  back	  as	  the	  turn	  of	  the	  Twentieth	  Century.	  Alexander	  and	  Fox	  indicate	  that	  reading	  research	  was	  of	  interest	  to	  educational	  researchers	  in	  the	  early	  Twentieth	  Century	  (Alexander	  &	  Fox,	  2004),	  and	  Moore	  and	  colleagues	  note	  that	  reading	  research	  “blossomed”	  in	  the	  first	  decades	  of	  the	  Twentieth	  Century	  (Moore	  et	  al.,	  1983,).	  	  Moore	  and	  his	  colleagues	  position	  the	  beginnings	  of	  CARI	  theories	  of	  reading	  instruction	  to	  the	  work	  of	  educators	  who	  drew	  on	  humanist,	  developmentalist,	  and	  scientific	  determinist	  educational	  frameworks.	  	  In	  the	  research	  of	  these	  educators	  we	  can	  see	  the	  roots	  of	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the	  components	  of	  CARI:	  knowledge	  of,	  and	  practice	  with,	  reading	  assessment	  of	  student	  and	  text,	  strategies	  and	  processes	  of	  reading	  apprenticeship,	  early	  research	  on	  reading	  processes,	  and	  some	  attention	  to	  research	  on	  motivation	  and	  engagement	  in	  reading.	  	  
CARI	  incorporates	  reading	  instruction	  and	  reading	  theory.	  Humanists	  such	  as	  Horace	  Mann	  in	  the	  late	  Nineteenth	  Century	  (Caldwell	  &	  Courtis,	  1925)	  and	  later,	  John	  Dewey	  and	  other	  Progressive	  educators	  in	  the	  first	  decades	  of	  the	  Twentieth	  Century	  opened	  the	  way	  for	  research	  on	  reading	  instruction	  and	  reading	  theory.	  Their	  work	  helped	  to	  move	  the	  teaching	  of	  reading	  beyond	  the	  passive	  attention	  to	  text	  previously	  emphasized	  in	  schools	  by	  emphasizing	  assimilation	  and	  gathering	  of	  meaning	  over	  elocution	  and	  memorization	  (Dewey,	  1910;	  Parker,	  1894).	  Developmentalist	  researchers	  established	  roots	  of	  CARI	  as	  well.	  William	  S.	  Gray,	  whose	  educational	  research	  revolutionized	  education	  in	  the	  United	  States	  in	  the	  early	  decades	  of	  the	  Twentieth	  Century,	  wrote	  about	  how	  the	  teaching	  of	  reading	  was	  impacted	  by	  the	  research	  of	  developmentalists	  and	  psychologists	  such	  as	  G.	  Stanley	  Hall	  and	  Arnold	  Gesell.	  	  These	  two	  researchers	  pointed	  to	  the	  effectiveness	  of	  reading	  instruction	  that	  was	  tailored	  to	  the	  needs	  of	  students	  at	  all	  grade	  levels,	  and	  they	  emphasized	  the	  need	  to	  use	  a	  variety	  of	  reading	  texts	  and	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tasks	  (Gray,	  1939).	  Their	  research	  represented	  early	  work	  on	  reading	  education	  as	  well	  as	  reading	  assessment	  of	  students.	  
	   CARI	  research	  draws	  on	  scientific	  determinist	  theory.	  As	  Moore	  and	  colleagues	  point	  out,	  much	  early	  Twentieth	  Century	  research	  from	  the	  scientific	  determinist	  theoretical	  framework	  contributed	  to	  theories	  of	  reading	  and	  CARI	  (Moore	  et	  al.,	  1983,).	  A	  scientific	  determinist	  framework	  posited	  that	  application	  of	  findings	  of	  empirical	  study	  would	  improve	  instruction.	  One	  of	  the	  earliest	  and	  more	  frequently	  cited	  works	  by	  scientific	  determinists	  on	  CARI,	  The	  Psychology	  and	  
Pedagogy	  of	  Reading,	  was	  originally	  published	  in	  1968	  by	  Huey	  	  (Huey,	  1968)	  Huey	  articulated	  a	  theory	  about	  the	  reading	  comprehension	  process	  and	  implications	  for	  instruction	  that	  were	  not,	  say	  Moore	  and	  colleagues,	  to	  be	  the	  focus	  of	  research	  again	  until	  the	  work	  of	  cognitive	  psychologists	  in	  the	  1970s	  (Moore	  et	  al.,	  1983,).	  For	  Huey,	  thinking	  was	  vital	  to	  reading,	  and	  his	  model	  of	  the	  reading	  process	  emphasized	  reading	  for	  meaning.	  	  Another	  scientific	  determinist	  researcher	  whose	  work	  is	  frequently	  cited	  in	  CARI	  and	  research	  in	  reading	  theory	  is	  E.L.	  Thorndike’s	  “Reading	  as	  reasoning:	  A	  study	  of	  mistakes	  in	  paragraph	  reading”	  (E.L.,	  1917).	  	  In	  “Reading	  as	  reasoning,”	  Thorndike	  suggested	  that	  teachers	  replace	  students’	  reading	  aloud	  with	  student	  silent	  reading,	  that	  students	  be	  asked	  questions	  about	  what	  they	  had	  read,	  and	  that	  students	  be	  asked	  to	  summarize	  reading.	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   Several	  researchers	  working	  within	  the	  framework	  of	  scientific	  determinism	  addressed	  reading	  instruction,	  reading	  assessment,	  and	  a	  link	  in	  reading	  theory	  between	  reading	  and	  academic	  success	  in	  content	  areas.	  	  Research	  reported	  correlations	  between	  students’	  reading	  scores	  and	  student	  performance	  on	  academic	  tasks	  (Smith,	  1919a;	  Wagner,	  1938).	  Educational	  researchers	  like	  Arthur	  I	  Gates	  and	  his	  Columbia	  University	  colleagues	  and	  students	  contributed	  to	  CARI	  with	  research	  on	  reading	  achievement	  and	  retention	  (Gates,	  1917;	  Gates,	  1921)	  study	  techniques	  (Barton,	  1930;	  Newlin,	  1930),	  comprehension	  difficulties	  	  (Gates,	  1935),	  comprehension	  difficulties	  presented	  by	  various	  content	  area	  texts	  (Ayer,	  1926;	  Irion,	  1925),	  the	  value	  of	  wide	  reading	  for	  subject	  matter	  learning	  (Coryell,	  1927;	  Curtis,	  1924),	  and	  further	  research	  on	  the	  relation	  between	  reading	  and	  academic	  achievement	  (Bond,	  1940;	  Wagner,	  1938)	  	  	   Moore	  and	  colleagues	  note	  that	  a	  decontextualized	  approach	  to	  reading	  instruction	  was	  presented	  in	  research	  from	  the	  early	  Twentieth	  Century	  (Moore,	  Readence,	  &	  Rickelman,	  1984).	  Researchers	  like	  (Gray,	  1919),	  Gates	  (Gates,	  1935),	  and	  McKee	  (McKee,	  1934))	  recommended	  that	  content	  area	  reading	  skills	  be	  taught	  during	  reading	  lessons	  and	  applied	  by	  students	  later	  in	  content	  area	  coursework	  and	  classes.	  	  Other	  researchers	  argued	  against	  teaching	  content	  area	  reading	  skills	  outside	  the	  content	  area	  (Moore	  et	  al.,	  1983,)	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   CARI	  incorporates	  the	  research	  on	  study	  skills	  and	  study	  habits.	  Another	  area	  of	  research	  that	  impacted	  CARI	  work	  was	  in	  the	  area	  of	  study	  skills.	  	  This,	  research,	  focused	  on	  improving	  students’	  study	  habits,	  did	  not	  have	  a	  specific	  focus	  on	  reading,	  but	  has	  long	  been	  prevalent	  in	  the	  writing	  of	  educators	  (Moore,	  Readence,	  &	  Rickelman,	  1984).	  Moore	  and	  colleagues	  cite	  the	  work	  of	  William	  S.	  Gray	  as	  one	  of	  the	  first	  researchers	  to	  focus	  on	  reading	  skills	  as	  they	  relate	  to	  CARI.	  	  Gray’s	  1919	  study	  included	  measure	  of	  student	  performance	  with	  outlining	  a	  story	  or	  article	  and	  following	  written	  directions	  (Gray,	  1919).	  Other	  early	  CARI	  research	  included	  using	  questioning	  (Distad,	  1927;	  Holmes,	  1931;	  Washburne,	  1929)	  and	  organizing	  information	  with	  notes,	  underlining,	  outlining,	  and	  summarization	  (Arnold,	  1942;	  Crawford,	  1929;	  Greene,	  1934;	  Mathews,	  1938;	  Newlun,	  1930).	  	  	   As	  Tierney	  and	  Cunningham	  indicated	  in	  their	  review	  of	  research	  on	  reading	  comprehension	  instruction,	  few	  early	  investigations	  of	  study	  skills	  examined	  strategies	  or	  processes	  that	  helped	  students	  develop	  individual	  reading	  comprehension	  and	  comprehension	  retention	  skills	  (Moore,	  Readence,	  &	  Rickelman,	  1984;	  Tierney	  &	  Cunningham,	  1980).	  In	  addition,	  terms	  such	  as	  self-­‐regulation	  and	  
metacognition	  were	  not	  found	  in	  research	  conducted	  in	  the	  first	  half	  of	  the	  Twentieth	  Century	  because	  the	  research	  paradigms	  that	  gave	  rise	  to	  these	  terms	  had	  not	  yet	  developed.	  	  Never-­‐the-­‐less,	  as	  Laycock	  and	  Russell	  note	  in	  their	  1941	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analysis	  of	  how-­‐to-­‐study	  manuals,	  study	  skills	  for	  independent	  learning	  that	  incorporate	  reading	  were	  present	  in	  the	  research,	  including	  skimming,	  reading	  for	  different	  purposes,	  reading	  critically,	  noting	  graphics	  and	  visuals,	  and	  relating	  reading	  to	  past	  knowledge	  	  (Laycock	  &	  Russell,	  1941).	  	   In	  summary,	  educational	  research	  in	  the	  first	  four	  decades	  of	  the	  Twentieth	  Century	  provided	  knowledge	  of	  reading	  theory,	  reading	  assessment,	  and	  reading	  instruction,	  three	  of	  the	  four	  components	  of	  CARI	  as	  described	  in	  the	  CI	  5452—the	  course	  I	  examined	  as	  part	  of	  my	  dissertation	  work	  	  (Alexander	  &	  Fox,	  2004).	  	  However,	  research	  reviewed	  for	  this	  study	  indicates	  that	  little	  reading	  education	  research–	  applied	  research	  studies,	  textbooks,	  or	  research	  articles	  –	  found	  its	  way	  into	  the	  literature	  until	  the	  mid	  1950’s	  (Alexander	  &	  Fox,	  2004)	  and	  a	  significant	  focus	  on	  research	  related	  to	  CARI	  did	  not	  occur	  until	  the	  1970s	  (Moore,	  Readence,	  &	  Rickelman,	  1984).	  	  Specifically,	  CARI	  strategies	  research	  drew	  on	  behaviorist	  psychological	  research	  in	  reading	  comprehension.	  	  The	  scarcity	  of	  CARI	  research	  prior	  to	  1970	  was	  brought	  about,	  say	  Moore	  and	  colleagues,	  by	  the	  rise	  and	  predominance	  of	  behaviorist	  perspectives	  in	  reading	  research	  in	  the	  middle	  years	  of	  the	  Twentieth	  Century	  (Moore,	  Readence,	  &	  Rickelman,	  1984).	  	  Research	  reviews	  of	  the	  history	  of	  CARI	  research	  consulted	  for	  this	  study	  indicated	  that	  CARI	  research	  re-­‐emerged	  in	  the	  1970s	  as	  the	  cognitive	  psychological	  perspective	  took	  hold	  in	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reading	  research.	  	  Research	  reviews	  also	  indicated	  that	  the	  publication	  in	  1970	  of	  Harold	  L.	  Herber’s	  Teaching	  Reading	  in	  Content	  Areas	  was	  a	  pivotal	  event	  in	  CARI	  research	  and	  practice.	  	  	  
	   CARI	  in	  the	  Twenty-­‐first	  Century.	  A	  more	  complete	  answer	  to	  the	  question	  “What	  is	  CARI?”	  is	  seen	  in	  reading	  education	  research	  in	  the	  Twenty-­‐first	  Century.	  The	  extensive	  reviews	  of	  Anders,	  Hoffman,	  and	  Duffy	  (2000)	  and	  Dillon,	  O’Brien,	  Sato,	  and	  Kelly	  (2011)	  indicate	  that	  it	  was	  not	  until	  the	  last	  decade	  of	  the	  Twentieth	  and	  the	  first	  decade	  of	  the	  Twenty-­‐first	  Centuries	  that	  reading	  researchers	  began	  to	  inquire	  extensively	  into	  preservice	  reading	  teacher	  education.	  There	  were	  in	  fact	  four	  times	  as	  many	  reading	  education	  articles	  published	  between	  1985	  and	  1995	  than	  between	  1965	  and	  1975	  (Anders	  et	  al,	  2000).	  	  Risko,	  Roller,	  Cummins,	  Bean,	  Collins,	  Anders,	  and	  Flood	  locate	  an	  increase	  in	  teacher	  education	  research	  around	  1990	  (2008).	  	   A	  description	  of	  comprehensiveness	  of	  CARI	  research	  in	  the	  Twenty-­‐first	  Century	  is	  given	  by	  Dillon	  and	  her	  colleagues	  in	  their	  synthesis	  of	  peer-­‐reviewed	  research,	  national	  syntheses,	  and	  policy	  briefs	  (2011).	  	  Dillon	  and	  colleagues	  detail	  the	  work	  of	  Snow,	  Griffin,	  and	  Burns	  in	  the	  National	  Academy	  of	  Education’s	  Reading	  Subcommittee	  Report	  (2005),	  the	  International	  Reading	  Association’s	  (IRA’s)	  Teaching	  Reading	  Well	  research	  synthesis	  (2007),	  and	  the	  IRA	  position	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statement	  and	  research	  synthesis	  on	  excellent	  reading	  teachers	  (2000),	  the	  IRA’s	  Teacher	  Education	  Task	  Force	  (TETF)	  Research	  Review	  (Risko	  et	  al.,	  2008),	  and,	  of	  particular	  interest	  given	  the	  goals	  of	  this	  dissertation	  study,	  research	  targeting	  CARI	  related	  to	  adolescent	  literacy	  and	  disciplinary	  literacy	  (Alvermann,	  Rezak,	  Mallozzi,	  Boatright,	  &	  Jackson,	  2011;	  Conley,	  2008;	  Moje,	  2007;	  and	  Shanahan	  &	  Shanahan,	  2008;	  Vagle	  et	  al.,	  2006).	  	  	  I	  note	  here	  that	  Dillon	  and	  colleagues	  also	  discussed	  pertinent	  research	  that	  was	  published	  in	  policy	  briefs.	  	  This	  research	  is	  noted	  in	  the	  section	  that	  follows	  my	  dissertation	  literature	  review,	  titled	  Standards	  for	  Preservice	  
Teacher	  Reading	  Education.	  	   The	  aforementioned	  research	  studies	  offered	  elements	  that	  contribute	  to	  a	  possible	  framework	  that	  describes	  effective	  CARI	  components.	  	  As	  I	  begin	  the	  description	  of	  the	  synthesis	  of	  research	  on	  effective	  CARI,	  I	  note	  that	  for	  the	  purposes	  of	  this	  study,	  the	  elements	  and	  frameworks	  considered	  focus	  only	  on	  the	  knowledge	  that	  teachers	  of	  reading	  should	  possess,	  and	  not	  on	  the	  developmental	  stages	  or	  trajectory	  of	  learning	  experiences	  required	  to	  develop	  this	  knowledge	  (Snow	  et	  al.,	  2004),	  since	  the	  object	  of	  study	  for	  this	  dissertation	  is	  a	  one	  semester	  preservice	  teacher	  course	  in	  disciplinary	  reading,	  rather	  than	  an	  entire	  program	  of	  preservice	  teacher	  development	  courses	  and	  experiences.	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   In	  the	  following	  paragraphs	  I	  present	  a	  synthesis	  of	  the	  description	  in	  the	  current	  literature	  of	  the	  elements	  of	  effective	  CARI.	  	  In	  order	  to	  construct	  the	  synthesis,	  I	  examined	  the	  books	  and	  articles	  for	  frameworks	  for	  CARI	  or	  for	  elements	  of	  frameworks.	  	  I	  used	  the	  question:	  “What	  are	  elements	  of	  effective	  CARI?”	  to	  guide	  my	  inquiry	  and	  followed	  methodology	  indicated	  in	  Goldman	  and	  Wiley’s	  discussion	  of	  discourse	  analysis	  of	  written	  informational	  text	  (2004).	  This	  analysis	  strategy	  allowed	  me	  to	  determine	  semantic	  networks,	  or	  webs	  of	  key	  meanings,	  for	  each	  study.	  	  I	  then	  established	  themes	  (patterns	  of	  propositions)	  across	  those	  networks	  in	  order	  to	  determine	  elements	  of	  CARI	  supported	  by	  multiple	  studies.	  	  Finally,	  I	  noted	  elements	  that	  were	  not	  common	  across	  all	  studies	  yet	  had	  compelling	  research	  support.	  The	  unit	  of	  analysis	  in	  this	  methodology	  is	  the	  proposition	  (see	  Kintsch,	  1998;	  van	  Dijk	  &	  Kintsch	  1983).	  	  	   One	  theme	  in	  the	  research	  was	  education	  to	  impact	  teacher	  beliefs	  about	  reading	  and	  reading	  instruction.	  	  Risko	  and	  colleagues	  point	  out	  that	  research	  on	  teacher	  beliefs	  has	  been	  under	  investigation	  “for	  decades”	  (2008,	  p	  263)	  and	  note	  that	  while	  much	  of	  the	  literature	  indicates	  that	  teacher	  beliefs	  about	  reading	  and	  reading	  instruction	  are	  resistant	  to	  change,	  several	  researchers	  demonstrate	  that	  instruction	  and	  situated	  events	  can	  be	  a	  catalyst	  for	  change	  in	  teacher	  attitudes	  about	  reading	  and	  teacher	  beliefs	  about	  text	  reading	  strategies,	  using	  the	  course	  text	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book	  or	  other	  materials,	  and	  modeling	  reading	  strategy	  use	  (Fazio,	  2000,	  2003;	  Matanzo	  &	  Harris,	  1999;	  Stevens,	  2002;	  Theurer,	  2002;	  Risko	  et	  al.,	  2000;	  Wolf	  et	  al.,	  1996).	  	  Of	  particular	  interest	  in	  this	  dissertation	  study	  are	  the	  findings	  that	  content	  area	  literacy	  practices	  are	  gaining	  acceptance	  by	  preservice	  teachers	  (Risko	  et	  al.,	  2008)	  and	  that	  changes	  in	  resistance	  to	  teaching	  reading	  in	  subject-­‐matter	  classes	  occurs	  when	  a	  shift	  in	  teacher	  education	  pedagogy	  is	  made	  from	  attention	  to	  generalizable	  content	  area	  reading	  strategies	  to	  those	  specific	  to	  disciplinary	  knowledge	  structures	  (Dillon	  et	  al.,	  2010,	  Risko	  et	  al.,	  2008)	  .	  	  	  	   Education	  to	  activate	  teacher	  knowledge,	  that	  is,	  teacher	  knowledge	  as	  distinguished	  from	  teacher	  beliefs	  (Calderhead,	  1996)	  -­‐	  was	  another	  theme	  across	  the	  research.	  	  Teacher	  knowledge	  was	  described	  as	  a	  complex,	  mutable,	  and	  sociocultural	  construct	  in	  the	  research	  (see	  Kane	  et	  al.,	  2002).	  	  Such	  knowledge	  included	  teacher	  subject	  knowledge	  and	  disciplinary	  area	  knowledge	  (Conley,	  2008;	  Grossmon	  1992;	  Moje,	  2007;	  Ormrod	  &	  Cole,	  1996)	  craft	  or	  pedagogical	  knowledge	  (Calderhead,	  1996),	  and	  teacher	  practical	  knowledge	  (Clandinin	  &	  Connelly,	  1987,	  1991).	  	  Several	  articles,	  such	  as	  the	  IRA’s	  position	  statement	  on	  excellent	  reading	  teachers	  (2000),	  combine	  the	  categories	  of	  knowledge	  and	  practice,	  and	  indicate	  that	  knowledge	  changes	  over	  time	  as	  preservice	  teachers	  enact	  and	  interact	  with	  what	  they	  have	  learned.	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   Snow,	  Burns,	  and	  Griffin	  presented	  a	  theoretical	  framework	  for	  understanding	  teacher	  knowledge	  that	  describes	  this	  change	  over	  time,	  one	  that	  illustrates	  the	  complexity	  and	  sociocultural	  nature	  of	  knowledge	  represented	  in	  the	  research	  (2005).	  	  She	  and	  her	  colleagues	  posited	  a	  progressive	  differentiation	  of	  teacher	  knowledge	  through	  the	  course	  of	  levels	  of	  teacher	  development,	  beginning	  with	  
declarative	  knowledge	  and	  progressing	  through	  situated	  knowledge	  (“can-­‐do	  procedural	  knowledge”	  requiring	  mentor	  scaffolding	  for	  adaption	  to	  student	  needs),	  
stable	  procedural	  knowledge	  (established	  routines	  allow	  for	  adaptive	  changes	  in	  instruction),	  expert	  adaptive	  knowledge	  (teachers	  are	  able	  to	  evaluate	  instruction	  and	  teach	  colleagues),	  and	  reflective	  knowledge	  (organized,	  analyzed	  knowledge	  allows	  for	  predicting	  effective	  instruction	  for	  different	  student	  needs	  and	  for	  master	  teaching	  and	  community	  leadership)	  (2005).	  Snow	  and	  colleagues	  note	  that	  at	  each	  stage	  of	  knowledge	  differentiation,	  teachers	  will	  learn	  knowledge,	  enact	  it,	  assess	  results,	  and	  reflect	  on	  knowledge,	  and	  that	  different	  weight	  is	  given	  to	  each	  of	  those	  activities	  at	  different	  stages	  of	  knowledge	  differentiation	  (e.g.,	  preservice	  teacher	  preparation	  may	  weight	  declarative	  knowledge	  more	  heavily	  than	  situated	  knowledge	  due	  to	  the	  novice	  level	  of	  individuals).	  Reflective	  reasoning	  was	  shown	  to	  be	  effective	  in	  enhancing	  teacher	  knowledge	  when	  instructional	  support	  includes	  explicit	  guidance	  to	  support	  deep	  thinking	  (Risko,	  2008).	  Researchers	  also	  found	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that	  multiple-­‐exposures	  to	  knowledge	  and	  practice	  with	  that	  knowledge	  situated	  in	  mentored	  teaching	  contexts	  that	  include	  pupils	  enhances	  teacher	  knowledge	  (Risko	  et	  al.,	  2008)	  	   The	  nature	  of	  teacher	  knowledge	  represented	  in	  the	  research	  on	  CARI	  is	  the	  knowledge	  of	  instruction	  of	  the	  reading	  process.	  	  While	  Risko	  and	  her	  colleagues	  found	  that	  only	  11%	  of	  the	  studies	  on	  the	  reading	  process	  or	  reading	  instruction	  met	  their	  criteria	  for	  inclusion	  (empirical,	  peer-­‐reviewed,	  published	  between	  1990	  and	  2006,	  focused	  on	  preparation	  of	  reading	  teachers,	  conducted	  in	  the	  U.S.),	  studies	  with	  broader	  criteria	  for	  inclusion,	  including	  a	  wider	  date	  range,	  provided	  rich	  description	  of	  elements	  of	  instruction	  of	  the	  reading	  process	  that	  lead	  to	  effective	  teaching	  of	  reading	  comprehension	  (see	  Dillon	  et	  al.,	  2010;	  IRA,	  2000;	  IRA,	  2007;	  Risko	  et	  al.,	  2008;	  Snow	  et	  al.,	  2004)	  .	  	  	   Researchers	  indicate	  that	  effective	  reading	  instruction	  depends	  on	  preservice	  teachers’	  knowledge	  of	  reading	  as	  a	  complex	  system,	  including	  morphology,	  semantics,	  and	  pragmatics	  (Snow,	  2007).	  This	  includes	  a	  strong	  theoretical	  understanding	  of	  the	  reading	  process	  and	  reading	  instruction	  and	  assessment	  as	  well	  as	  the	  reading-­‐writing	  connection	  (IRA,	  2007;	  Risko,	  2008)	  and	  of	  the	  unique	  reading	  instruction	  in	  subject-­‐matter	  areas	  or	  disciplinary	  reading	  instruction	  (Alvermann	  et	  al.,	  2011;	  Conley,	  2008;	  Dillon	  et	  al.,	  2010;	  Moje,	  2007;	  Shanahan	  &	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Shanahan,	  2008).	  	  Effective	  preservice	  reading	  teachers	  also	  know	  how	  to	  develop	  and	  maintain	  motivation	  to	  read,	  how	  to	  choose	  materials,	  and	  allow	  for	  student	  choice	  in	  order	  to	  engender	  a	  variety	  of	  instructional	  materials	  and	  approaches	  (IRA,	  2007;	  Snow	  et	  al.,	  2004).	  	  These	  teachers	  understand	  principles	  and	  applications	  of	  phonemic	  awareness	  and	  the	  ability	  to	  decode	  unfamiliar	  words	  in	  order	  to	  read	  fluently	  (IRA,	  2000;	  Snow	  et	  al.,	  2004).	  They	  have	  practical	  knowledge	  of	  how	  phonemes	  are	  connected	  to	  print	  (IRA,	  2000),	  and	  how	  to	  help	  students	  develop	  sufficient	  background	  information	  and	  vocabulary,	  to	  employ	  active	  strategies	  to	  construct	  meaning	  from	  print,	  and	  to	  enact	  text-­‐level	  comprehension	  strategies	  in	  order	  to	  construct	  meaning	  with	  texts	  (IRA,	  2007;	  Snow	  et	  al.,	  2007))	  	  	   In	  summary,	  several	  key	  findings	  about	  CARI	  were	  gleaned	  from	  this	  research	  review.	  	  First,	  there	  is	  a	  solid	  research	  base	  that	  indicates	  that	  teacher	  knowledge	  about	  reading	  includes	  knowledge	  of	  the	  reading	  process,	  pedagogical	  content	  knowledge,	  knowledge	  of	  the	  reading	  in	  the	  context	  of	  the	  PT’s	  discipline,	  and	  the	  ability	  to	  reflect	  critically	  on	  teaching	  and	  text	  in	  order	  to	  synthesize	  knowledge	  for	  practice.	  Second,	  positive	  dispositions	  about	  CARI	  are	  seen	  in	  PTs	  who	  experience	  CARI	  that	  focused	  on	  reading	  as	  a	  learning	  tool	  in	  the	  PT’s	  discipline.	  Thus	  preparation	  programs	  need	  to	  focus	  on	  empowerment	  of	  PTs	  to	  know	  and	  employ	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
38 
CARI	  practices	  in	  the	  context	  of	  critically	  reflective	  teacher	  practice.	  This	  will	  be	  explored	  further	  with	  respect	  to	  CARI	  in	  the	  next	  section	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Disciplinary	  literacy	  instruction	  	  	   From	  the	  review	  of	  literature,	  it	  is	  clear	  that	  a	  definition	  of	  CARI	  was	  well	  developed	  as	  early	  as	  the	  1970s	  in	  the	  work	  of	  Hal	  Herber	  (Herber,	  1970).	  Research	  that	  followed	  Herber’s	  clarified	  the	  need	  for	  reading	  instruction	  that	  took	  into	  account	  more	  than	  cross-­‐disciplinary	  understandings	  of	  the	  reading	  process.	  CARI	  began	  to	  be	  informed	  by	  the	  idea	  of	  disciplinary	  literacy	  instruction.	  Because	  the	  case	  of	  disciplinary	  literacy	  is	  convincingly	  argued	  in	  the	  most	  recent	  reading	  education	  literature,	  and	  because	  researchers	  have	  noted	  the	  need	  for	  inclusion	  of	  disciplinary	  literacy	  knowledge	  and	  the	  collaboration	  of	  disciplinary	  literacy	  experts	  in	  CARI	  course	  design	  (Moje,	  2008;	  Risko	  et	  al.,	  2008),	  I	  present	  the	  following	  description	  of	  disciplinary	  literacy	  that	  grounds	  this	  study.	  	   	  Research	  shows	  that	  reading	  in	  secondary	  schools	  can	  be	  focused	  on	  literary	  theories	  that	  employ	  little	  the	  research-­‐based	  practice	  that	  is	  designed	  to	  scaffold	  student	  reading	  progress	  from	  one	  level	  to	  the	  next	  (Ehren,	  Lenz,	  and	  Deshler,	  2004).	  Such	  instruction,	  simple,	  remedial,	  or	  unscaffolded,	  does	  not	  prepare	  students	  for	  the	  disciplinary	  reading	  demands	  made	  of	  them	  in	  a	  postsecondary	  setting	  (ACT,	  2006;	  Conley,	  D.T.,	  2005;	  Shanahan	  &	  Shanahan,	  2008;	  Schade	  Eckart,	  2008).	  To	  succeed	  in	  postsecondary	  situations,	  adolescent	  readers	  need	  explicit	  instruction	  in	  discipline	  area	  classes	  (e.g.,	  science,	  mathematics,	  history)	  where	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teachers	  model	  reading	  strategies,	  provide	  guided	  practice,	  and	  create	  time	  for	  independent	  practice	  to	  foster	  the	  comprehension	  of	  various	  disciplinary	  texts	  (Shade	  Eckhart,	  2008;	  Schoenbach,	  Greenleaf,	  Cziko,	  &	  Hurwitz,	  1999).	  	  In	  particular,	  research	  indicates	  that	  students	  need	  improved	  skills	  and	  awareness	  in	  what	  is	  known	  as	  disciplinary	  literacy	  (Shanahan	  &	  Shanahan,	  2008).	  	  The	  University	  of	  Minnesota	  online	  course	  Reading	  in	  the	  Content	  Area	  for	  Initial	  
Licensure	  Candidates	  was	  designed	  to	  address	  the	  best	  ways	  to	  prepare	  future	  disciplinary	  teachers.	  	  	  	   The	  term	  disciplinary	  literacy	  refers	  to	  both	  reading	  and	  writing,	  and	  is	  associated	  in	  recent	  research	  with	  solutions	  to	  the	  problem	  of	  postsecondary	  reading	  readiness.	  A	  review	  of	  literature	  was	  conducted	  to	  gather	  a	  pragmatic	  understanding	  of	  disciplinary	  literacy,	  because	  there	  is	  not	  yet	  one	  general	  definition	  for	  disciplinary	  literacy	  that	  encompasses	  all	  disciplines	  assuming	  a	  pragmatic	  stance	  on	  developing	  a	  definition	  for	  disciplinary	  literacy	  was	  selected	  based	  on	  a	  review	  of	  pragmatism	  as	  a	  theoretical	  framework	  (Dillon,	  O’Brien	  &	  Heilman,	  2000	  	  (Dillon,	  O’Brien,	  &	  Heilman,	  2013))	  in	  which	  an	  compelling	  argument	  is	  made	  for	  resolving	  pressing	  problems	  with	  research	  driven	  by	  frameworks	  and	  methodologies	  that	  are	  shaped	  by	  the	  inquiry	  itself.	  	  Accordingly,	  searches	  were	  made	  of	  peer-­‐reviewed	  qualitative,	  quantitative,	  and	  mix-­‐method	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studies	  from	  a	  variety	  of	  viewpoints,	  with	  an	  eye	  toward	  a	  comprehensive	  definition	  of	  disciplinary	  literacy,	  one	  that	  would	  serve	  researchers,	  educators,	  and	  students	  alike.	  	  These	  searches	  were	  carried	  out	  using	  EBSCO	  MegaFile	  database,	  Google	  Scholar,	  and	  the	  resources	  of	  several	  libraries.	  	  In	  the	  variety	  of	  literature	  reviewed,	  one	  may	  organize	  at	  least	  three	  different	  streams	  of	  reading-­‐research	  models	  of	  the	  reading	  process.	  As	  Moje	  states	  in	  her	  thorough	  review	  of	  literature	  on	  disciplinary	  literacy,	  borders	  between	  research	  streams	  are	  not	  clearly	  delineated	  (2007);	  yet	  the	  idea	  of	  streams	  serves	  as	  a	  useful	  organizational	  conceit	  for	  this	  synthesis	  of	  literature.	  	   Research	  suggests	  that	  approaches	  to	  the	  definition	  of	  disciplinary	  literacy	  stem	  from	  cognitive-­‐processing	  streams	  or	  sociocognitive	  constructivist	  streams	  of	  reading	  research.	  	  The	  cognitive-­‐processing	  research	  describes	  reading	  as	  an	  automatic,	  interactive	  process	  that	  involves	  visual	  and	  mental	  processing	  of	  text	  to	  construct	  a	  mental	  representation	  of	  text	  meaning	  (Samuels,	  2008;	  Rumelhart,	  2008;	  van	  den	  Broek	  et	  al.,	  2008;	  Kintsch,	  2008).	  	  	  Diverging	  from	  and	  reconverging	  with	  these	  cognitive	  processing	  research	  streams	  is	  research	  grounded	  in	  frameworks	  of	  sociocognitive	  constructivism.	  	  Sociocognitive	  constructivist	  models	  augment	  the	  cognitive	  meaning-­‐making	  description	  of	  cognitive-­‐processing	  reading	  models	  with	  details	  of	  the	  sociocultural	  and	  individual	  dynamics	  among	  reader,	  text,	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and	  context	  through	  which	  meaning	  is	  constructed	  (Moje,	  Dillon,	  &	  O’Brien,	  2000;	  Ruddell	  &	  Unrau,	  2008).	  	  Sociocognitive	  constructivist	  models	  may	  also	  include	  models	  of	  literacy,	  which	  detail	  the	  dynamic	  interaction	  of	  affect,	  motivation,	  and	  engagement	  (Hayes,	  2008;	  Mathewson,	  2008,	  Guthrie	  &	  Wigfield,	  1997).	  	  Approaches	  to	  the	  definition	  of	  disciplinary	  literacy	  also	  appear	  to	  rise	  from	  critical	  literacy	  research	  (Cushman	  et	  al.,	  2001),	  or	  New	  Literacy	  Studies	  research	  (Gee,	  2008).	  	  These	  currents	  of	  research	  focus	  on	  the	  social,	  social-­‐justice,	  cultural,	  identity-­‐based,	  and	  political	  aspects	  of	  literacy	  (Delpit,	  2001;	  Ramdas,	  2001;	  Street,	  2001;	  Swed,	  2001).	  	  	   These	  three	  research	  streams	  -­‐	  cognitive-­‐processing,	  sociocognitive	  constructivism,	  and	  critical	  literacy	  -­‐may	  be	  seen	  in	  the	  four	  approaches	  to	  defining	  disciplinary	  literacy	  Moje	  finds	  in	  her	  intensive	  review	  of	  literature	  on	  disciplinary	  literacy	  (2007).	  	  The	  first	  of	  these	  approaches	  to	  disciplinary	  literacy	  Moje	  names	  cognitive	  literacy	  processes	  (2007).	  Cognitive	  literacy	  processes	  research	  focuses	  on	  cognitive	  reading	  strategies	  (see	  Palincsar	  &	  Brown,	  1984),	  and	  may	  also	  seek	  to	  engage	  readers	  (see	  Wigfield	  et	  al.,	  2004	  for	  an	  example	  in	  the	  discipline	  of	  science)	  as	  well	  as	  support	  efforts	  to	  teach	  in	  socially	  just	  ways	  (Moje,	  2007).	  	  	  	  Each	  of	  these	  approaches	  to	  disciplinary	  literacy	  engages	  the	  application	  of	  cognitive	  or	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sociocognitive	  strategies	  with	  attention	  to	  the	  specific	  demands	  of	  the	  practices	  and	  texts	  of	  the	  disciplines	  (Moje,	  2007).	  	  	  	   Hynd-­‐Shanahan	  and	  Shanahan	  (2008)	  and	  Yore	  and	  Treagust	  (2006)	  have	  completed	  research	  in	  cognitive	  process	  disciplinary	  literacy	  that	  addresses	  the	  theory	  and	  practice	  of	  disciplinary	  research	  and	  scholarly	  communication.	  	  In	  this	  way,	  their	  work	  bridges	  research	  with	  a	  second	  approach	  to	  defining	  disciplinary	  literacy:	  a	  focus	  on	  epistemological	  processes	  of	  the	  disciplines	  (Moje,	  2007).	  Researchers	  of	  epistemological	  processes	  assess	  the	  thinking	  processes	  necessary	  for	  making	  meaning	  with	  disciplinary	  texts,	  without	  explicit	  attention	  to	  the	  cultural	  norms	  and	  practices	  of	  the	  disciplines	  (Moje,	  2007).	  	  In	  this	  way,	  research	  on	  disciplinary	  literacy	  as	  epistemological	  process	  also	  springs	  from	  cognitive,	  sociocognitive	  reading,	  and	  critical	  literacy	  research.	  	  	  	   Inquiry	  under	  an	  epistemological	  approach	  to	  disciplinary	  literacy	  includes	  research	  into	  disciplinary	  practitioners’	  cognition	  as	  they	  develop	  or	  comprehend	  disciplinary	  texts	  (Leinhardt,	  1989);	  Wineburg,	  1991);	  comparing	  disciplinary	  practitioners	  cognition	  with	  that	  of	  learners	  (Collins,	  2005;	  Hand,	  et	  al.	  2004);	  and	  applying	  disciplinary	  cognitive	  processes	  to	  educational	  practice	  (Hynd-­‐Shanahan	  et	  al.	  2004;	  Lee,	  2005;	  Moje,	  2006).	  Several	  researchers	  have	  highlighted	  the	  irony	  that	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disciplinary	  practitioners	  typically	  have	  little	  conscious	  awareness	  of	  their	  ways	  of	  knowing	  texts	  (Wineburg,	  1991;	  Yore	  et	  al.,	  2002).	  	   Moje	  calls	  a	  third	  approach	  to	  defining	  disciplinary	  literacy	  as	  the	  teaching	  of	  linguistic	  processes	  of	  the	  disciplines	  (2007).	  	  This	  approach	  draws	  on	  cognitive	  and	  sociocognitive	  aspects	  of	  reading	  in	  its	  analysis	  of	  the	  processes	  and	  structures	  of	  the	  language	  used,	  and	  on	  critical	  literacy	  in	  its	  focus	  on	  ownership	  and	  control	  of	  those	  processes	  and	  structures.	  	  Coffin	  (2006),	  an	  adherent	  of	  the	  linguistic	  processes	  approach	  to	  disciplinary	  literacy,	  states	  that	  a	  fundamental	  goal	  is	  to	  provide	  “students	  with	  access	  to,	  and	  control	  of,	  the	  written	  texts	  of	  mainstream	  education,	  for	  example,	  a	  persuasive	  essay,	  a	  laboratory	  report,	  or	  a	  critical	  review	  of	  an	  artwork	  or	  literary	  text.”	  (pp.	  413-­‐414).	  Schleppegrell	  and	  colleagues	  follow	  the	  linguistic	  processes	  approach	  in	  their	  studies	  of	  the	  density,	  technical	  nature,	  and	  multiple	  semiotic	  systems	  of	  academic	  language	  (Schleppegrell	  &	  Ahugar,	  2003;	  Schleppegrell	  et	  al.,	  2004).	  	  Moje	  (2007)	  and	  Parkison	  &	  Adendorff	  	  (2004)	  suggest	  that	  domain-­‐specific	  linguistic	  processes	  are	  not	  limited	  to	  the	  Academy.	  	   A	  fourth	  approach	  to	  defining	  disciplinary	  literacy	  draws	  from	  sociocognitive	  reading	  research	  with	  greater	  emphasis	  on	  critical	  literacy	  research.	  	  Moje	  calls	  this	  approach	  navigation	  across	  cultural	  boundaries	  (2007).	  	  The	  focus	  in	  this	  approach	  is	  to	  link	  everyday	  cognitive,	  cultural,	  and	  text	  practices	  to	  the	  text	  practices	  of	  the	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academic	  disciplines	  through	  critique	  of	  a	  more	  	  sociopolitical	  nature	  than	  seen	  in	  the	  other	  approaches	  to	  disciplinary	  literacy	  (Alvermann	  &	  Hagood,	  2000;	  Edwards	  &	  Eisenhard,	  2002;	  Moje,	  2007).	  	  Navigation	  across	  cultural	  boundaries	  in	  disciplinary	  literacy	  is	  a	  means	  of	  empowering	  students,	  and	  of	  critique.	  	  Among	  the	  adherents	  of	  this	  approach	  to	  disciplinary	  literacy	  are	  Lee	  (2001)	  in	  the	  English/language	  arts	  area;	  Frad	  and	  colleagues	  (2001)	  and	  Warren	  and	  colleagues	  (1998;	  2001)	  in	  science;	  and	  Guitiérrez	  (2005)	  and	  Moll	  (1992)	  in	  various	  disciplinary	  areas.	  	  	   A	  synthesis	  of	  the	  ideas	  in	  the	  four	  streams	  of	  research	  on	  disciplinary	  literacy	  produces	  a	  robust	  definition	  of	  disciplinary	  literacy.	  The	  reader	  skilled	  in	  disciplinary	  literacy	  is	  one	  who	  comprehends	  and	  utilizes	  cognitive	  literacy	  processes	  and	  the	  linguistic	  processes	  of	  the	  discipline	  to	  navigate	  across	  cultural	  boundaries	  in	  the	  context	  of	  reading	  disciplinary	  texts.	  This	  navigation	  allows	  the	  reader	  to	  participate	  in	  the	  literacy	  practices	  of	  the	  discipline	  with	  more	  than	  simple	  comprehension.	  The	  disciplinary	  literate	  reader	  is	  able	  to	  evaluate,	  critique,	  and	  author	  disciplinary	  texts.	  	  	  	   As	  such	  disciplinary	  literacy	  learning	  and	  instruction	  encompasses	  strategies	  for	  comprehension,	  including	  affective	  or	  motivational	  strategies	  (cognitive	  processing	  approach),	  awareness	  of	  disciplinary	  epistemological	  processes	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(epistemological	  approach),	  mastery	  and	  ownership	  of	  the	  linguistic	  processes	  of	  a	  discipline	  (linguistic	  processes	  approach),	  and	  critical	  habits	  and	  practices	  that	  empower	  students	  (navigation	  across	  cultural	  boundaries).]	  It	  is	  this	  understanding	  of	  reading	  and	  the	  place	  of	  reading	  in	  instruction	  in	  the	  disciplines,	  which	  is	  described	  across	  the	  most	  recent	  CARI	  literature.	  	  
Research	  on	  dispositions	  and	  knowledges	  of	  PTs	  regarding	  CARI	  	   Having	  established	  a	  definition	  of	  disciplinary	  literacy	  that	  undergirds	  CARI	  and	  the	  coursework	  at	  the	  U	  of	  MN,	  I	  turned	  to	  findings	  on	  PT	  dispositions	  and	  knowledges	  regarding	  CARI	  in	  the	  next	  segment	  of	  this	  literature	  review.	  	  This	  segment	  of	  the	  review	  is	  important,	  as	  I	  address	  research	  question	  one	  for	  my	  study,	  “What	  are	  the	  dispositions	  and	  knowledges	  of	  secondary	  school	  content	  area	  PTs	  regarding	  content	  area	  reading	  instruction	  (CARI)	  prior	  to	  course	  content	  and	  format	  revision?”	  	  	   Research	  on	  PT	  dispositions.	  	  Risko	  and	  colleagues	  used	  the	  term	  teacher	  beliefs	  to	  describe	  PTs	  beliefs	  and	  attitudes	  	  (Risko	  et	  al.,	  2008),	  referring	  to	  propositional	  and	  to	  the	  affective	  or	  axiological	  dimensions	  of	  belief.	  In	  this	  study,	  following	  the	  practice	  of	  teacher	  education	  literature,	  I	  used	  the	  term	  dispositions	  to	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categorize	  the	  affective	  and	  axiological	  dimension	  of	  belief.	  	  In	  the	  review	  of	  literature	  on	  PT	  dispositions	  regarding	  CARI,	  three	  principal	  theoretical	  frameworks	  informed	  studies	  	  (Risko	  et	  al.,	  2008).	  Cognitive	  researchers	  sought	  to	  describe	  PTs’	  dispositions	  on	  reading	  process	  or	  reading	  instruction	  while	  sociocultural	  researchers	  described	  beliefs	  about	  cultures	  and	  the	  impact	  of	  cultural	  differences	  on	  reading	  instruction.	  Constructivist	  researchers	  described	  the	  mediation	  of	  dispositions	  about	  CARI	  through	  guided	  learning	  and	  peer	  support.	  	  The	  resulting	  description	  across	  studies	  was	  a	  complex	  one,	  ranging	  from	  significant	  resistance	  to	  the	  idea	  of	  implementation	  in	  content	  areas	  such	  as	  art	  and	  music,	  to	  a	  read	  incorporation	  of	  CARI	  strategies	  and	  pedagogy	  in	  social	  studies	  courses.	  	   Another	  powerful	  framework	  that	  has	  impacted	  the	  work	  on	  PTs	  dispositions	  is	  centered	  on	  concerns	  PTs	  have	  about	  integrating	  into	  the	  structure	  of	  their	  school	  or	  the	  sociopolitical	  aspects	  of	  teaching	  and	  schooling.	  	  These	  concerns	  often	  subordinate	  PTs’	  acceptance	  of	  recently	  learned	  pedagogy	  such	  as	  CARI.	  The	  sociopolitical	  structure	  of	  school	  is	  often	  perceived	  by	  PTs	  as	  unchangeable,	  and	  CARI	  pedagogy	  is	  perceived	  as	  antithetical	  to	  that	  structure	  (O’Brien,	  1990).	  	  Discipline	  area	  subcultures,	  (e.g.,	  the	  beliefs	  of	  discipline	  groups	  of	  teachers	  such	  as	  those	  in	  science	  or	  math)	  and	  values	  these	  individuals	  hold	  about	  teaching	  and	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learning,	  are	  perceived	  as	  components	  of	  that	  sociopolitical	  structure;	  they	  describe	  and	  restrict	  pedagogical	  choice	  (O’Brien,	  1990).	  	  	   Research	  also	  gives	  evidence	  that	  many	  PTs	  hold	  dispositions	  rooted	  in	  misconceptions	  about	  CARI.	  These	  misconceptions	  range	  from	  the	  idea	  that	  youth	  should	  know	  how	  to	  read	  and	  that	  reading	  instruction	  should	  be	  complete	  when	  adolescents	  enter	  secondary	  schools,	  that	  instruction	  in	  reading	  is	  solely	  the	  responsibility	  of	  reading	  specialists	  particularly	  for	  the	  kids	  who	  have	  trouble	  with	  reading,	  and	  that	  students	  in	  content	  area	  courses	  are	  not	  engaged	  in	  “reading	  to	  learn”	  (Ratekin	  et	  al.,	  1985;	  Readence	  et	  al.,	  1989;	  Vacca	  &	  Vacca,	  1989).	  O’Brien	  and	  Stewart	  also	  found	  that	  reading	  was	  not	  valued	  as	  a	  component	  of	  instruction,	  especially	  prereading	  instructional	  activities:	  prereading	  was	  thought	  to	  take	  time	  away	  from	  more	  important	  instructional	  activities,	  along	  with	  the	  beliefs	  that	  some	  PTs	  valued	  “hands-­‐on”	  learning	  activities	  above	  reading	  and	  some	  PTs	  valued	  postreading	  assessment	  more	  than	  prereading	  activities	  (1990).	  	   Many	  PTs	  perceived	  CARI	  as	  “common	  sense”	  (Jackson,	  1986)	  or	  simply	  a	  reformulation	  of	  established	  pedagogical	  strategies	  (O’Brien	  &	  Stewart,	  1995)	  such	  as	  concept	  maps	  in	  the	  area	  of	  science.	  PTs	  who	  were	  taught	  generic	  CARI	  strategies	  or	  strategies	  that	  did	  not	  draw	  on	  a	  discipline	  area’s	  ideas	  and	  text	  structure,	  were	  unlikely	  to	  accept	  CARI	  ideas	  and	  practices	  (O’Brien	  &	  Stewart,	  1995).	  These	  PTs	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required	  long-­‐term	  support	  to	  adapt	  their	  pedagogies	  to	  include	  use	  of	  CARI	  strategies	  (Conley,	  1986,	  1987).	  	  PTs	  in	  some	  content	  areas	  valued	  CARI	  strategies	  less	  than	  other	  instructional	  activities,	  even	  in	  content	  areas	  where	  one	  might	  presume	  reading	  would	  be	  valued	  as	  an	  instructional	  activity	  such	  as	  English/language	  arts	  (O’Brien	  &	  Stewart,	  1995).	  	   Referencing	  over	  a	  decade	  of	  research	  on	  PT	  CARI	  dispositions,	  O’Brien	  and	  Stewart	  (1990)	  note	  their	  research	  findings	  indicate	  that	  PTs	  dispositions	  regarding	  CARI	  are	  shaped	  by	  three	  additional	  factors.	  See	  Table	  1	  below.	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   1. The	  predominant	  organizational	  structures	  of	  schools	  (constraints	  engendered	  by	  the	  organization	  of	  the	  school	  and	  school	  day);	  	  2. Curricular	  fragmentation	  and	  tracking	  (compromises	  in	  materials,	  methods,	  and	  management	  processes);	  	  3. Explicit	  and	  implicit	  curricula	  (concerns	  over	  covering	  prescribed	  content,	  textbooks	  as	  instruments	  of	  curricular	  control)	  	  
	   Table	  1:	  Factors	  Influence	  CARI	  Dispositions	  	  
	   Research	  on	  PT	  knowledge.	  In	  this	  study,	  following	  the	  practice	  of	  teacher	  education	  literature,	  I	  used	  the	  term	  knowledges	  to	  distinguish	  the	  propositional	  dimension	  of	  belief	  from	  the	  propositional	  understanding	  that	  informs	  action	  (Calderhead,	  1996).	  As	  with	  studies	  on	  dispositions	  in	  reading	  education,	  cognitive	  researchers	  sought	  to	  describe	  PTs’	  dispositions	  on	  reading	  process	  or	  reading	  instruction.	  Sociocultural	  researchers	  sought	  to	  describe	  beliefs	  about	  cultures	  and	  the	  impact	  of	  cultural	  differences	  on	  reading	  instruction.	  Constructivist	  researchers	  were	  observed	  describing	  the	  mediation	  of	  dispositions	  about	  CARI	  through	  guided	  learning	  and	  peer	  support.	  	  	   In	  their	  1994	  study	  of	  inservice	  and	  secondary	  preservice,	  Konopak	  and	  colleagues	  used	  a	  Likert	  scale	  to	  measure	  teachers’	  theoretical	  orientations.	  	  They	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found	  that	  PTs	  favored	  an	  interactive	  theory	  of	  reading	  process,	  but	  a	  reader-­‐based	  theory	  of	  reading	  development	  (Konopak,	  Readance,	  &	  Wilson,	  1994).	  That	  is,	  there	  was	  a	  lack	  of	  consonance	  between	  theoretical	  and	  instructional	  knowledge	  of	  reading	  among	  secondary	  PTs.	  Konopak	  and	  colleagues	  also	  found	  that	  there	  was	  a	  correlation	  between	  secondary	  PTs’	  reader-­‐based	  theory	  of	  reading	  development	  and	  their	  instructional	  choices.	  Secondary	  PTs	  in	  the	  study	  did	  not	  often	  incorporate	  instructional	  elements	  in	  a	  more	  comprehensive	  perspective	  of	  the	  nature	  and	  practice	  of	  reading.	  Closer	  alignment	  of	  more	  comprehensive	  PT	  reading	  education	  knowledge	  and	  subsequent	  teaching	  practice	  is	  possible	  through	  effective	  PT	  CARI	  preparation	  as	  explained	  in	  the	  “CARI	  course	  design”	  section	  below.	  	   	  	   PTs	  often	  are	  unaware	  that	  teaching	  reading,	  specifically	  discipline	  area	  reading	  comprehension,	  is	  essential	  to	  achievement	  in	  content	  areas	  (O’Brien,	  Stewart,	  &	  Moje,	  1995),	  or	  as	  Snow,	  Burns	  and	  Griffin	  write	  in	  teaching	  comprehension,	  that	  the	  “teacher’s	  main	  purpose	  is	  the	  content”	  (2005).	  Therefore,	  discipline	  area	  PTs	  may	  have	  incomplete	  knowledge	  of	  what	  the	  RAND	  report	  (Snow,	  2002)	  describes	  as	  areas	  affecting	  reading	  comprehension:	  reader’s	  purpose;	  perception,	  attention,	  and	  memory;	  engagement	  and	  motivation;	  domain	  knowledge;	  discourse	  knowledge;	  vocabulary	  and	  linguistic	  knowledge;	  cognitive	  and	  metacognitive	  strategies	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Research	  on	  Design	  	   Having	  determined	  a	  description	  of	  CARI	  and	  of	  PT	  dispositions	  and	  knowledges	  from	  the	  literature,	  this	  review	  then	  turned	  to	  findings	  on	  design	  and	  formatting	  of	  courses	  intended	  to	  introduce	  CARI	  to	  PTs.	  	  Research	  question	  2	  for	  this	  study	  was,	  “What	  are	  the	  components	  of	  the	  online	  course	  Reading	  in	  the	  
Content	  Area	  for	  Initial	  Licensure	  Candidates	  (CI	  5452),	  and	  how	  were	  they	  designed	  to	  prepare	  secondary	  school	  PTs	  in	  CARI?”	  This	  question	  guides	  the	  next	  section	  of	  my	  literature	  review.	  	   As	  Moore,	  Readance,	  and	  Rickelman	  noted	  (Moore,	  Readence,	  &	  Rickelman,	  1983),	  the	  need	  for	  content	  area	  reading	  instruction	  (CARI)	  has	  been	  recognized	  by	  educators	  since	  the	  1900s.	  In	  1973	  Estes	  and	  Piercy	  reported	  that	  only	  9	  states	  required	  evidence	  of	  reading	  instruction	  for	  secondary	  certification(Estes	  and	  Piercy,	  1973,	  #4301).	  Four	  of	  those	  states	  required	  3-­‐hour	  courses	  in	  reading	  instruction;	  one	  required	  a	  4-­‐hour	  course;	  one	  required	  a	  2-­‐hour	  course,	  and	  3	  states	  did	  not	  specify	  the	  course	  credit	  requirement	  .	  Not	  surprisingly,	  studies	  in	  the	  early	  1970s	  lacked	  knowledge	  of	  “reading	  and	  reading	  methods”	  (Cramer,	  1978).	  Parental	  pressure	  on	  lawmakers	  for	  reading	  reform	  and	  a	  growing	  body	  of	  US	  policy	  literature	  advocating	  reading	  education	  saw	  the	  number	  of	  states	  requiring	  evidence	  of	  reading	  instruction	  -­‐	  either	  as	  stand-­‐alone	  coursework	  in	  CARI	  or	  as	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part	  of	  content	  area	  methodology	  courses	  -­‐	  increase	  to	  47	  states	  by	  1984	  (Farrell	  &	  Cirrincione,	  1984).	  By	  the	  time	  of	  this	  writing,	  research	  and	  adoption	  of	  the	  Common	  Core	  State	  Standards	  has	  pressed	  states	  toward	  a	  shared	  requirement	  for	  the	  teaching	  of	  reading	  instruction	  as	  part	  of	  content	  area	  courses	  (Come	  Romine,	  McKenna,	  &	  Robinson,	  1996;	  National	  Governors	  Association	  &	  Council	  of	  Chief	  State	  School	  Officers,	  2012).	  	   CARI	  course	  design,	  then,	  addresses	  these	  standards	  with	  course	  objectives,	  with	  course	  design	  that	  reflects	  state	  standards,	  and	  with	  a	  new	  model	  of	  CARI	  that	  incorporates	  the	  teaching	  of	  CARI	  in	  interaction	  with	  PTs	  as	  well	  as	  principles	  of	  research	  of	  disciplinary	  literacy.	  
	   Design	  research	  that	  informs	  CARI	  course	  objectives	  Objectives	  for	  CARI	  course	  design	  -­‐	  desired	  knowledge,	  skills,	  and	  dispositions	  -­‐	  draw	  on	  research	  on	  reading	  teacher	  preparation	  (for	  example,	  Alvermann,	  2002;	  Anders,	  Hoffman,	  &	  Duffy,	  2000;	  Hoffman	  &	  Roller,	  2001;	  National	  Research	  Panel,	  2000;	  Taylor,	  Pressley,	  &	  Pearson,	  2002;	  Sweet	  &	  Snow,	  2003;	  Strickland	  &	  Snow,	  2002)	  as	  well	  as	  on	  guidelines	  and	  standards	  for	  reading	  teacher	  preparation	  (e.g.,	  (International	  Reading	  Association	  (IRA),	  2007,	  #1027;	  2005))	  Current	  research	  on	  the	  topic	  includes	  the	  International	  Reading	  Association’s	  (IRA’s)	  Standards	  for	  Reading	  Professionals	  -­‐	  Revised	  2010	  	  (International	  Reading	  Association,	  2010)	  which	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include	  standards	  for	  foundational	  knowledge,	  curriculum	  and	  instruction,	  assessment	  and	  evaluation,	  diversity,	  literate	  environment,	  and	  professional	  leadership	  and	  learning	  	  
	   The	  Minnesota	  Literacy	  Conceptual	  Framework	  	  In	  order	  to	  provide	  regional	  context	  for	  the	  CARI	  design	  objectives	  for	  this	  study,	  I	  refer	  below	  to	  the	  Minnesota	  Literacy	  Conceptual	  Framework	  (MLCF),	  	  a	  multi-­‐year,	  grant-­‐based	  study	  (Dillon,	  O’Brien,	  Sato,	  &	  Kelly,	  2011)	  with	  the	  goal	  of	  strengthening	  K-­‐12	  preservice	  literacy	  teacher	  education	  at	  four	  higher	  education	  institutions	  in	  the	  state,	  and	  to	  share	  findings	  with	  other	  colleagues	  statewide,	  nationally	  and	  internationally.	  As	  a	  study	  of	  K-­‐12	  PT	  literacy	  education,	  the	  MLCF	  described	  a	  broad	  range	  of	  objectives	  for	  PT	  literacy	  education.	  These	  included	  literacy	  education	  principles,	  guidelines	  for	  professionalism,	  theories	  of	  learning,	  reading,	  and	  writing,	  the	  development	  of	  oral	  language	  and	  literacy,	  reading,	  writing,	  motivation,	  texts	  and	  contexts,	  assessment	  and	  evaluation,	  and	  the	  literate	  environment	  (Dillon,	  O’Brien,	  Sato,	  &	  Kelly,	  2011).	  For	  the	  present	  discussion	  of	  CARI	  course	  objectives,	  I	  refer	  only	  to	  the	  portions	  of	  the	  MLCF	  that	  speak	  to	  CARI	  education	  for	  PTs	  University	  of	  Minnesota	  professors	  associated	  with	  the	  grant	  used	  these	  to	  design	  CI	  5452.	  	   The	  MCLF	  states	  that	  PTs	  are	  to	  know	  and	  value	  content	  area	  reading	  and	  support	  academic	  literacies.	  These	  include	  the	  oral	  and	  written	  discourse	  specific	  to	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a	  discipline,	  the	  role	  of	  text	  structure	  in	  comprehension	  in	  the	  content	  area,	  content	  area	  textbook	  features,	  and	  learning	  in	  the	  content	  area.	  	  PTS	  are	  to	  know	  and	  be	  able	  to	  teach	  using	  the	  distinction	  between	  content	  area	  instructional	  strategies,	  content	  area	  text-­‐based	  guidance/scaffolding	  strategies,	  and	  content	  area	  strategies	  leading	  to	  independent	  learning	  (strategic	  reading).	  PTs	  are	  also	  to	  know	  and	  appreciate	  the	  intersection	  of	  print	  text,	  media	  text,	  and	  accompanying	  modalities	  in	  learning	  in	  the	  content	  area	  (p.	  18,	  (Dillon	  &	  Yussen,	  2007))	  	   The	  MCLF	  also	  offers	  guidelines	  on	  teaching	  content	  area	  and	  academic	  literacies	  and	  study	  strategies:	  texts.	  PTs	  are	  to	  know	  how	  to	  foster	  understanding	  of	  concepts	  in	  academic	  disciplines	  by	  assessing	  content	  texts	  to	  determine	  accessibility	  by	  a	  range	  of	  readers.	  PTs	  are	  to	  know	  how	  to	  plan	  using	  a	  selection	  of	  multiple	  texts,	  including	  print	  and	  digital	  texts	  and	  media	  to	  foster	  understanding	  of	  concepts	  in	  academic	  disciplines	  and	  with	  a	  variety	  of	  readers.	  And	  PTs	  are	  to	  know	  and	  value	  the	  assessment	  of	  readers’	  skills,	  strategy	  use,	  engagement	  and	  motivation	  for	  reading	  texts	  in	  the	  content	  area.	  PT’s	  will	  appreciate	  and	  know	  how	  	  to	  support	  readers’	  learning	  of	  content	  materials	  while	  	  motivating	  and	  engaging	  readers	  with	  content	  texts.	  Finally,	  PTS	  are	  to	  know	  and	  teach	  research-­‐based	  comprehension	  strategies	  to	  support	  learning	  from	  content	  texts	  and	  promote	  independent	  reading	  and	  learning	  (p.	  20,	  (Dillon	  &	  Yussen,	  2007))	  	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
56 
	   The	  MCLF	  provides	  a	  useful	  list	  of	  strategies	  for	  promoting	  independent	  learning	  from	  texts	  in	  the	  list	  that	  follows	  in	  Table	  2	  (pp.	  19-­‐20,	  Dillon	  &	  Yussen,	  2007).	  Table	  2:	  Factors	  for	  Independent	  Learning	  	  
	   MN	  BOT	  standards	  on	  disciplinary	  reading	  instruction	  Shortly	  after	  the	  work	  of	  the	  MCLF	  project,	  the	  state	  of	  MN	  and	  the	  Board	  of	  Teaching	  required	  the	  creation	  of	  new	  standards	  in	  reading	  for	  teachers	  at	  all	  levels	  of	  instruction	  and	  professionalism.	  	  These	  state	  standards	  were	  heavily	  influenced	  by	  the	  MCLF	  work	  but	  also	  by	  policy	  and	  persons	  from	  various	  political	  persuasions.	  For	  the	  purpose	  of	  reference	  during	  the	  reading	  of	  this	  study,	  the	  specific	  requirements	  for	  Minnesota	  teacher	  licensing	  in	  eleven	  disciplinary	  area	  teacher	  license	  programs	  are	  located	  in	  the	  appendixes	  of	  this	  study,	  Appendixes	  A	  -­‐	  K.	  	  [tables	  with	  citation	  and	  standards	  
	   	  Determining	  what	  is	  important	   Metacognition	  
Makin	  inferences	   Monitoring	  comprehension	  and	  using	  fix-­‐up	  strategies	  Activating	  background	  knowledge	   Reflection	  Prediction	   Evaluation	  of	  print	  and	  other	  media	  Creating	  and	   interpreting	  visualizations	  and	  graphic	  representations	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for	  11	  program	  areas].	  Objectives	  in	  the	  course	  target	  foundational	  knowledge	  of	  the	  reading	  instruction	  process,	  specified	  in	  the	  recently	  amended	  Minnesota	  Statute	  122A.06,	  include	  the	  Table	  3	  below:	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Subd.	  4.	  Comprehensive,	  scientifically	  based	  reading	  instruction.	  (a)	  "Comprehensive,	  scientifically	  based	  reading	  instruction"	  includes	  a	  program	  or	  collection	  of	  instructional	  practices	  that	  is	  based	  on	  valid,	  replicable	  evidence	  showing	  that	  when	  these	  programs	  or	  practices	  are	  used,	  students	  can	  be	  expected	  to	  achieve,	  at	  a	  minimum,	  satisfactory	  reading	  progress.	  The	  program	  or	  collection	  of	  practices	  must	  include,	  at	  a	  minimum,	  effective,	  balanced	  instruction	  in	  all	  five	  areas	  of	  reading:	  phonemic	  awareness,	  phonics,	  fluency,	  vocabulary	  development,	  and	  reading	  comprehension.	  a) Comprehensive,	  scientifically	  based	  reading	  instruction	  also	  includes	  and	  integrates	  instructional	  strategies	  for	  continuously	  assessing,	  evaluating,	  and	  communicating	  the	  student's	  reading	  progress	  and	  needs	  in	  order	  to	  design	  and	  implement	  ongoing	  interventions	  so	  that	  students	  of	  all	  ages	  and	  proficiency	  levels	  can	  read	  and	  comprehend	  text	  and	  apply	  higher	  level	  thinking	  skills.	  b) "Fluency"	  is	  the	  ability	  of	  students	  to	  read	  text	  with	  speed,	  accuracy,	  and	  proper	  expression.	  c) "Phonemic	  awareness"	  is	  the	  ability	  of	  students	  to	  notice,	  think	  about,	  and	  manipulate	  individual	  sounds	  in	  spoken	  syllables	  and	  words.	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d) "Phonics"	  is	  the	  understanding	  that	  there	  are	  systematic	  and	  predictable	  relationships	  between	  written	  letters	  and	  spoken	  words.	  Phonics	  instruction	  is	  a	  way	  of	  teaching	  reading	  that	  stresses	  learning	  how	  letters	  correspond	  to	  sounds	  and	  how	  to	  apply	  this	  knowledge	  in	  reading	  and	  spelling.	  e) "Reading	  comprehension"	  is	  an	  active	  process	  that	  requires	  intentional	  thinking	  during	  which	  meaning	  is	  constructed	  through	  interactions	  between	  text	  and	  reader.	  Comprehension	  skills	  are	  taught	  explicitly	  by	  demonstrating,	  explaining,	  modeling,	  and	  implementing	  specific	  cognitive	  strategies	  to	  help	  beginning	  readers	  derive	  meaning	  through	  intentional,	  problem-­‐solving	  thinking	  processes.	  f) "Vocabulary	  development"	  is	  the	  process	  of	  teaching	  vocabulary	  both	  directly	  and	  indirectly,	  with	  repetition	  and	  multiple	  exposures	  to	  vocabulary	  items.	  Learning	  in	  rich	  contexts,	  incidental	  learning,	  and	  use	  of	  computer	  technology	  enhance	  the	  acquiring	  of	  vocabulary.	  g) Nothing	  in	  this	  subdivision	  limits	  the	  authority	  of	  a	  school	  district	  to	  select	  a	  school's	  reading	  program	  or	  curriculum	  (Office	  of	  the	  Reviser	  of	  Statutes,	  State	  of	  Minnesota,	  2006)	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Table	  3:	  Revised	  State	  Statute	  122A.06	  	  	   In	  our	  work	  revising	  CARI	  courses	  at	  the	  University	  of	  Minnesota	  we	  drew	  upon	  the	  national	  research-­‐based	  guidelines	  for	  development	  of	  CARI	  course	  objectives	  -­‐	  PT	  knowledge,	  skills,	  and	  dispositions	  –	  the	  and	  standards	  work	  discussed	  above.	  We	  also	  used	  the	  guidelines	  for	  development	  of	  CARI	  course	  objectives	  specific	  to	  Minnesota	  are	  found	  in	  the	  Minnesota	  Literacy	  Conceptual	  Framework	  (Dillon	  &	  Yussen,	  2007)and	  in	  the	  Minnesota	  Board	  of	  Teaching	  requirements	  for	  teachers(Minnesota	  Board	  of	  Teaching,	  2012).	  	  	  	   Before	  addressing	  the	  research	  on	  PT	  CARI	  course	  design,	  it	  is	  helpful	  to	  remember	  that	  research	  supports	  the	  assertion	  that	  PT	  CARI	  education	  impacts	  teacher	  practice	  and	  adolescent	  reading	  achievement.	  Nine	  projects	  reviewed	  by	  the	  National	  Reading	  Panel	  as	  well	  as	  a	  multi-­‐site	  student	  study	  conducted	  by	  the	  International	  Reading	  Association	  indicated	  that	  PT	  preparation	  affects	  beginning	  teachers’	  practices	  (Hoffman	  &	  Roller,	  20001;	  Maloch	  et	  al.	  ,	  2003;	  IRA	  2003).	  Further	  studies	  suggest	  that	  effective	  PT	  CARI	  education	  improves	  adolescents’	  reading	  achievement	  (Darling-­‐Hammond,	  Chung,	  &	  Frelow,	  2002;	  Moats	  &	  Foorman,	  2003)	  	  
Alternative	  to	  the	  Infusion	  model	  of	  CARI	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   As	  indicated	  in	  the	  above	  section	  “Disciplinary	  literacy	  and	  CARI	  design,”	  a	  generic	  approach	  to	  CARI	  is	  not	  well	  supported	  by	  reading	  research.	  Specifically,	  O’Brien,	  course	  supervisor	  and	  developer	  for	  CI	  5452,	  found	  four	  factors	  that	  work	  against	  the	  generic	  or	  infusion	  model	  to	  CARI.	  See	  Table	  4	  below	  (O’Brien,	  Moje,	  &	  Stewart,	  2001).	  	   1. Middle	  and	  secondary	  content	  teachers’	  primary	  identification	  is	  with	  their	  respective	  content,	  not	  literacy;	  	  2. Teachers	  in	  various	  disciplines	  believe	  that	  reading	  instruction	  is	  an	  added	  role	  for	  which	  they	  are	  not	  prepared;	  	  3. Most	  teachers,	  including	  teachers	  in	  the	  sciences,	  social	  sciences,	  and	  English/	  language	  arts,	  believe	  that	  students	  learn	  how	  to	  read	  by	  the	  end	  of	  primary	  grades	  and	  simply	  adapt	  their	  reading	  to	  various	  texts	  as	  they	  go	  through	  the	  grades	  and	  need	  little	  or	  not	  support	  to	  do	  this;	  	  4. Content	  teachers	  hold	  a	  belief	  that	  if	  students	  are	  having	  trouble	  reading,	  they	  should	  be	  remediated	  by	  reading	  specialists	  and	  then	  placed	  back	  in	  regular	  classrooms-­‐-­‐the	  long-­‐standing	  pullout	  program	  approach.	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   Table	  4:	  Factors	  that	  Work	  Against	  	  the	  Fusion	  Model	  of	  CARI	  Education	  	  	   These	  four	  factors	  work	  against	  the	  typical	  “infusion”	  approach	  to	  content	  literacy	  in	  which	  PTs	  take	  a	  “generic”	  content	  literacy	  course	  consisting	  of	  general	  reading	  practices	  and	  strategies	  in	  the	  hopes	  that	  when	  they	  are	  practicing	  teachers	  they	  will	  apply	  the	  reading	  knowledge	  and	  practices.	  Research	  shows	  that	  without	  a	  more	  coherent	  connection	  to	  texts	  and	  instructional	  practices	  within	  disciplines,	  and	  support	  of	  such	  a	  literacy	  course	  within	  the	  “subject	  subcultures”	  of	  respective	  disciplines,	  PTs	  are	  unlikely	  to	  change	  their	  beliefs	  about	  literacy	  or	  disciplinary	  literacy	  practices	  (O’Brien,	  Stewart,	  &	  Moje,	  1995;	  O’Brien	  et	  al.,	  2001;	  Heller	  and	  Greenleaf,	  2007)	  	  
Research	  on	  Action	  and	  Interaction	  in	  CARI	  course	  design	  	   Many	  studies	  of	  reading	  teacher	  education	  report	  changes	  in	  beliefs	  and	  knowledge	  about	  reading	  and	  reading	  education	  as	  a	  result	  of	  effective	  CARI	  PT	  preparation	  [CITE	  Fazio,	  Theure,	  Clark	  &	  Medina,	  Risko	  et	  all	  2006]	  Key	  pedagogical	  components	  that	  contribute	  to	  PT	  learning	  of	  CARI	  were	  outlined	  in	  Risko	  and	  colleagues’	  meta	  analysis.	  From	  analysis	  of	  clusters	  of	  studies	  Risko	  and	  colleagues	  concluded	  that	  prospective	  teachers’	  pedagogical	  knowledge	  was	  enhanced	  within	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structured	  teaching	  formats	  and	  sustained	  interactions	  with	  students	  	  and	  that	  application	  of	  pedagogical	  knowledge	  is	  enhanced	  with	  mentoring	  that	  includes	  
feedback	  on	  teaching	  and	  peer	  coaching.	  (Italics	  mine.)(Risko	  et	  al.,	  2008)	  Risko	  and	  colleagues	  provide	  further	  evidence	  that	  PT	  interaction	  with	  adolescents	  was	  an	  important	  pattern	  across	  reading	  teacher	  education	  studies.	  They	  found	  that	  change	  of	  beliefs	  and	  knowledge	  often	  occurred	  while	  PTs	  were	  collecting	  pupil	  data	  or	  teaching	  in	  practica	  (Risko,	  p.	  276).	  Mentoring	  that	  includes	  feedback	  was	  also	  proved	  to	  be	  effective	  in	  much	  reading	  education	  research.	  	  Programs	  that	  were	  stronger	  in	  so-­‐called	  learning	  and	  doing	  design	  were	  seen	  to	  be	  effective,	  as	  observed	  in	  Fazio’s	  2003	  study	  in	  which	  an	  instructor	  demonstrated	  text	  comprehension	  strategies	  to	  college	  students,	  and	  then	  scaffolded	  application	  of	  the	  strategies	  in	  students’	  own	  study	  of	  their	  college	  textbooks.	  	  
	   Disciplinary	  literacy	  in	  University	  of	  Minnesota	  CARI	  course	  design.	  And	  a	  final	  note	  on	  CARI	  research	  that	  affects	  design:	  current	  work	  in	  the	  area	  of	  disciplinary	  literacy	  (Moje,	  2007;	  Shanahan	  &	  Shanahan,	  2008)	  as	  well	  as	  the	  work	  of	  Minnesota	  researchers	  (Dillon	  &	  Yussen,	  2013;	  Dillon	  et	  al,	  2010)	  and	  MN	  State	  Board	  of	  Teaching	  standards	  informed	  CI	  5452	  design	  by	  emphasizing	  the	  use	  of	  literacy	  assessment	  and	  strategies	  appropriate	  for	  specific	  disciplines	  and	  the	  development	  of	  the	  course	  via	  collaboration	  between	  content	  experts	  and	  literacy	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experts.	  In	  addition,	  the	  recent	  national	  disciplinary	  literacy	  work,	  funded	  by	  the	  Carnegie	  Corporation	  of	  New	  York,	  and	  the	  work	  by	  Moje	  and	  Colleagues	  at	  University	  of	  Michigan,	  has	  articulated	  how	  both	  the	  foundational	  knowledge	  necessary	  for	  preservice	  teachers	  and	  the	  disciplinary	  literacy	  components	  can	  be	  collaboratively	  developed	  by	  both	  literacy	  specialists	  and	  content	  specialists	  (Carnegie	  Council	  on	  Advancing	  Adolescent	  Literacy,	  2010;	  Lee	  &	  Spratley,	  2010;	  Moje,	  2007).	  This	  information	  was	  added	  to	  the	  findings	  of	  a	  recent	  study	  of	  literacy	  in	  adolescents’	  everyday	  school	  lives	  describes	  the	  reality	  of	  the	  various	  discipline	  area	  literacies	  experienced	  by	  adolescents	  in	  academic	  contexts	  (O’Brien,	  Moje,	  &	  Stewart,	  2001)	  to	  generate	  important	  content	  for	  CI	  5452.	  
	   Research	  on	  formatting	  of	  CARI	  courses.	  Little	  has	  been	  specifically	  studied	  about	  online	  formats	  in	  the	  context	  of	  PT	  CARI	  course	  design.	  However,	  forty	  years	  of	  research	  on	  education	  and	  technology	  have	  shown	  that	  instructional	  design,	  pedagogical	  approaches	  and	  teacher	  practices,	  not	  technology,	  are	  the	  primary	  factors	  that	  enhance	  learning	  (Clark,	  1983,	  1984;	  Tamin	  et	  al.,	  2013).	  The	  measure	  of	  the	  effectiveness	  of	  educational	  technology	  is	  “how	  well	  it	  helps	  teachers	  and	  students	  achieve	  desired	  instructional	  goals	  (Ross,	  Morrison,	  and	  Lowther,	  2010).	  And	  educational	  technology	  interventions	  themselves	  are	  not	  	  homogeneous	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pedagogical	  tools,	  but	  “a	  broad	  variety	  of	  modalities,	  tools,	  and	  strategies	  for	  learning”	  (p.	  19,	  Ross,	  Morrison,	  and	  Lowther,	  2010).	  	  	   The	  current	  format	  for	  CI	  5452	  was	  a	  product	  of	  the	  collaboration	  of	  a	  literacy	  expert,	  Dr.	  O’Brien,	  and	  the	  faculty	  and	  instructors	  of	  disciplinary	  experts	  who	  were	  involved	  with	  PT	  education.	  Possible	  format	  options	  included	  face-­‐to-­‐face	  format,	  seat-­‐class	  format;	  online	  only	  format;	  or	  hybrid	  seat-­‐class/online	  format.	  	  With	  as	  many	  as	  100	  PTs	  each	  semester	  representing	  as	  many	  as	  10	  different	  PT	  education	  program	  areas,	  and	  given	  University	  scheduling	  for	  coursework	  and	  practica	  for	  10	  content	  area	  PT	  programs,	  logistics	  for	  the	  scheduling	  of	  CI	  5452	  course	  sections	  were	  complex	  (cite	  course	  design	  notes).	  	  These	  constraints	  lead	  to	  two	  developments	  for	  the	  2010	  course	  design.	  First,	  the	  course	  was	  to	  be	  designed	  and	  then	  offered	  in	  an	  online-­‐only	  format.	  In	  this	  way	  PTs	  could	  more	  efficiently	  schedule	  required	  classes,	  methodology	  courses,	  and	  practica	  despite	  varied	  program	  area	  requirements.	  The	  course	  was	  offered	  in	  a	  1	  credit	  and	  2-­‐credit	  arrangement	  (still	  meeting	  all	  state	  requirements),	  with	  the	  1	  credit	  course	  provided	  in	  separate	  sections	  for	  social	  studies	  PTs,	  second	  languages	  and	  cultures	  PTs.	  The	  Career	  and	  Technology	  Education	  program	  was	  discontinued	  in	  2011.	  Each	  program	  area	  supplemented	  the	  1	  credit	  literacy	  course	  by	  covering	  particular	  reading	  standards	  in	  their	  own	  discipline	  coursework.	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   In	  summary,	  the	  format	  choice	  for	  the	  design	  of	  CI	  5452	  was	  shaped	  by	  the	  constraints	  of	  the	  university’s	  complex	  scheduling,	  the	  needs	  of	  the	  10	  different	  PT	  education	  program	  areas,	  and	  the	  scheduling	  of	  those	  education	  programs’	  practica	  and	  methodology	  courses.	  	  These	  course	  design	  issues	  caused	  the	  course	  designer	  to	  investigate	  and	  then	  opt	  for	  an	  online	  format.	  The	  online	  format	  allowed	  us	  to	  incorporate	  research-­‐based,	  effective	  ways	  of	  instructing	  students	  including:	  appropriate	  pedagogies	  and	  sequencing	  instructional	  of	  media	  and	  activities	  to	  support	  learning	  objectives	  (including	  student	  motivation	  and	  engagement),	  modular	  organizational	  scheme,	  evaluation	  and	  feedback	  processes,	  and	  design	  to	  foster	  learning	  community	  via	  computer-­‐mediated	  discourse	  (Barab,	  Kling,	  &	  Gray,	  2004).	  
Conclusion	  of	  literature	  review	  	   In	  this	  review	  of	  literature,	  we	  have	  seen	  that	  CARI	  has	  its	  roots	  in	  the	  reading	  research	  of	  the	  Twentieth	  Century	  and	  the	  reading	  education	  research	  of	  the	  Twenty-­‐first	  Century.	  The	  first	  half	  of	  the	  Twentieth	  Century	  yielded	  reading	  research	  on	  reading	  theory,	  reading	  assessment,	  and	  reading	  instruction,	  three	  of	  the	  four	  components	  of	  CARI	  as	  taught	  in	  University	  of	  Minnesota	  CI	  5452,	  the	  course	  that	  I	  studied	  for	  this	  dissertation	  research.	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Chapter	  Three:	  Methodology	  
Introduction	  
	   In	  the	  following	  sections	  of	  Chapter	  3	  I	  describe	  the	  theoretical	  framework	  used	  in	  this	  study,	  the	  methodology	  of	  the	  study,	  the	  research	  method,	  selection	  of	  site	  and	  participants,	  and	  data	  collection	  and	  analysis.	  These	  sections	  of	  Chapter	  3	  describe	  the	  foundations	  of	  the	  study	  that	  inform	  answers	  to	  the	  study’s	  three	  research	  questions.	  Those	  questions	  are:	  	   1.	  What	  are	  the	  dispositions	  and	  knowledges	  of	  secondary	  school	  content	  area	  PTs	  regarding	  content	  area	  reading	  instruction	  (CARI)	  before	  participation	  in	  Reading	  in	  the	  Content	  Area	  for	  Initial	  Licensure	  Candidates,	  a	  course	  on	  CARI?	  2.	  	  What	  are	  the	  components	  of	  the	  online	  course	  Reading	  in	  the	  Content	  Area	  
for	  Initial	  Licensure	  Candidates	  (CI	  5452),	  and	  how	  were	  they	  designed	  to	  effectively	  prepare	  secondary	  school	  PTs	  in	  CARI?	  3.	  How	  do	  course	  components	  and	  online	  learning	  environment	  impact	  secondary	  school	  content	  area	  PTs’	  disposition	  and	  knowledge	  of	  CARI?	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Theoretical	  Framework:	  	  Pragmatism	  	   The	  theoretical	  framework	  that	  informed	  this	  study	  is	  pragmatism,	  specifically	  the	  pragmatism	  drawn	  from	  the	  works	  of	  John	  Dewey	  (Dillon,	  O’Brien,	  &	  Heilman,	  2013).	  Pragmatism	  is	  a	  philosophical	  perspective	  that	  arose	  from	  the	  thinking	  of	  three	  Twentieth	  Century	  American	  scholars:	  Natural	  scientist	  and	  philosopher	  Charles	  Sanders	  Peirce,	  psychologist	  and	  philosopher	  William	  James,	  and	  educator	  and	  philosopher	  John	  Dewey	  (Biesta	  &	  Burbules,	  2003).	  Rooted	  in	  the	  philosophy	  of	  such	  German	  Idealists	  as	  Immanuel	  Kant	  and	  Georg	  Wilhelm	  Frederich	  Hegel,	  pragmatism	  differed	  from	  Idealism	  in	  that	  its	  adherents	  argued	  for	  an	  experimentalist	  theory	  of	  meaning	  and	  knowledge.	  Kant	  referred	  to	  instances	  of	  separation	  of	  knowledge	  and	  practice,	  which	  he	  called	  practical	  instances.	  Instances	  of	  intimate	  connection	  between	  knowledge	  and	  action	  Kant	  called	  pragmatic	  incidences.	  From	  this,	  Peirce	  initially	  took	  his	  name	  for	  the	  philosophy	  of	  pragmatism,	  calling	  it	  pragmatism	  because,	  as	  an	  experimentalist	  theory,	  it	  posited	  an	  intimate	  connection	  between	  knowledge	  and	  action	  (Peirce,	  1955).	  	  Dewey,	  whose	  perspective	  on	  pragmatism	  informed	  this	  study,	  further	  developed	  the	  theory	  of	  connection	  between	  knowledge	  and	  action.	  For	  Dewey,	  research,	  as	  learning,	  is	  a	  process	  of	  experiential	  and	  experimental	  learning.	  Dewey	  maintained	  that	  we	  do	  not	  learn	  by	  acquiring	  knowledge	  that	  exists	  apart	  from	  situated	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existence	  and	  ourselves.	  Rather,	  because	  of	  our	  nature	  as	  experiential	  beings,	  we	  learn	  through	  interactions	  with	  our	  environment,	  forming	  habits	  that	  result	  in	  meaning	  (Dewey,	  1922).	  	  	  This	  theoretical	  framework	  matches	  my	  research	  purposes	  because	  pragmatism	  provides	  an	  epistemology	  suited	  to	  study	  of	  the	  construction	  of	  practical	  knowledge.	  This	  study	  seeks	  to	  determine	  ways	  in	  which	  CI	  5452	  fosters	  growth	  of	  pragmatic,	  situated	  knowledge,	  knowledge	  constructed	  by	  PTs	  as	  they	  interact	  with	  their	  teaching	  environment,	  forming	  habits	  that	  result	  in	  meaning.	  	  	  
Methodology:	  	  Qualitative	  Inquiry	  	   Given	  the	  need	  to	  understand	  how	  CI	  5452	  was	  constructed,	  how	  it	  operated	  and	  the	  rationale	  behind	  this,	  and	  participants’	  perspective	  about	  the	  course	  and	  its	  usefulness,	  the	  best	  choice	  of	  methodology	  was	  qualitative	  inquiry.	  Qualitative	  methodology	  study	  allows	  the	  researcher	  to	  discover	  indigenous	  categories	  and	  indigenous	  typologies	  from	  data	  (Patton,	  2002).	  That	  is,	  this	  way	  of	  studying	  the	  world	  allows	  the	  researcher	  to	  deductively	  reason	  from	  data	  sets	  and	  categories	  of	  data	  and	  then	  typologies	  of	  data	  that	  reflect	  the	  research	  participants’	  own	  concepts	  and	  meanings.	  This	  allows	  the	  researcher	  to	  deeply	  inquire	  into	  research	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participants’	  experience	  while	  remaining	  true	  to	  the	  concepts	  the	  participants	  themselves	  established.	  	  Qualitative	  methodology	  also	  offers	  a	  generative	  potential	  for	  the	  analysis,	  a	  means	  for	  establishing	  breadth	  and	  depth,	  as	  the	  researcher	  explores	  the	  data,	  as	  well	  as	  the	  capability	  for	  exemplification	  of	  outcomes	  (Peshkin,	  1993).	  	  	  
Research	  Method:	  	  Case	  Study	  	   Case	  study	  method	  was	  selected	  as	  the	  primary	  method	  for	  this	  study.	  Case	  study	  method	  is	  uniquely	  suited	  to	  the	  study	  of	  CI	  5452,	  because,	  as	  Merriam	  states,	  case	  study	  is	  “an	  intensive,	  holistic	  description	  and	  analysis	  of	  a	  bounded	  phenomenon	  such	  as	  a	  program,	  an	  institution,	  a	  person,	  a	  process,	  or	  a	  social	  unit”	  (Merriam,	  1998,	  xiii).	  In	  this	  study,	  the	  bounded	  phenomenon	  is	  the	  process	  of	  describing	  the	  new	  redesigned	  version	  of	  CI	  5452	  and	  the	  impact	  of	  the	  course	  on	  PTs	  dispositions	  and	  knowledges	  during	  the	  spring	  semester	  of	  2011.	  	  	  	  	   Case	  study	  in	  this	  dissertation	  follows	  Yin’s	  approach:	  Yin	  posits	  five	  components	  of	  case	  study	  research	  design	  that	  contribute	  to	  productive	  case	  study	  results:	  research	  questions,	  propositions,	  units	  of	  analysis,	  logical	  linking	  of	  data	  to	  the	  proposition,	  and	  criteria	  for	  interpreting	  the	  findings	  (Yin,	  2008).	  The	  research	  
questions	  that	  guide	  my	  study	  require	  use	  of	  case	  study	  method	  because	  the	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questions,	  require	  a	  description	  of	  process.	  (Yin,	  2008).	  The	  propositions	  on	  which	  the	  research	  questions	  were	  constructed,	  seen	  in	  research	  memos	  and	  meeting	  notes,	  also	  call	  for	  the	  use	  of	  case	  study	  method.	  The	  study	  seeks	  to	  determine	  how	  course	  design	  and	  format	  impact	  PTs’	  dispositions	  and	  knowledges	  of	  CARI,	  presuming	  that	  course	  components,	  course	  format,	  and	  course	  interactions	  can	  impact	  PT	  dispositions	  and	  knowledges.	  This	  objective	  necessarily	  entails	  a	  discovery	  and	  description	  of	  why	  the	  course	  impacted	  PTs.	  Propositions	  written	  in	  terms	  of	  how	  and	  why	  requires	  case	  study	  methodology	  (Yin,	  2008).	  	  	   The	  units	  of	  analysis	  in	  my	  inquiry	  are	  individuals	  (PTs)	  and	  groups	  (PTs	  from	  the	  same	  discipline	  area).	  This	  dual-­‐unit	  approach	  allows	  the	  study	  to	  explore	  PT	  knowledges	  and	  dispositions	  as	  those	  processes	  operate	  in	  individuals,	  and,	  unlike	  many	  studies	  in	  the	  literature	  on	  CARI	  instruction,	  as	  those	  processes	  operate	  in	  content	  area	  groups.	  These	  units	  of	  analysis	  were	  used	  to	  test	  the	  study’s	  propositions.	  Single-­‐case	  studies	  were	  conducted	  for	  individual	  PTs	  to	  determine	  the	  processes	  that	  impacted	  individual	  PTs’	  CARI	  dispositions	  and	  knowledges.	  Multiple	  case	  studies	  were	  then	  constructed	  with	  the	  data	  and	  analyses	  of	  the	  single-­‐case	  studies	  by	  grouping	  individual	  case	  studies	  and	  their	  data	  and	  analyses	  into	  content	  area	  groups.	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   Logical	  linking	  of	  the	  data	  to	  the	  propositions	  was	  accomplished	  with	  four	  general	  strategies.	  First,	  I	  relied	  on	  theoretical	  propositions	  (Yin,	  2008).	  That	  is,	  I	  looked	  for	  links	  between	  course	  components,	  course	  format,	  and	  course	  interactions	  with	  PT	  dispositions	  and	  knowledges	  of	  CARI	  for	  each	  individual	  case	  study	  of	  a	  PT	  and	  for	  each	  case	  study	  of	  a	  content	  area	  group	  of	  PTs.	  Second,	  I	  developed	  case	  descriptions,	  a	  descriptive	  framework	  for	  organizing	  case	  studies	  (Yin,	  2008).	  This	  framework	  is	  explained	  in	  more	  detail	  in	  the	  data	  instruments	  section	  and	  the	  coding	  section.	  Briefly,	  the	  framework	  arose	  out	  of	  each	  individual	  PT’s	  and	  each	  content	  area	  group’s	  dispositions	  and	  knowledges	  of	  CARI	  as	  described	  by	  categories	  such	  as	  reading	  process	  and	  CARI	  implementation,	  and	  individual	  PT’s	  and	  content	  area	  group’s	  learning	  processes	  such	  as	  instructor	  interaction	  and	  group	  
interaction.	  	   Third,	  I	  defined	  and	  tested	  five	  of	  what	  Yin	  calls	  rival	  explanations	  (Yin,	  2008).	  The	  rival	  explanations	  are	  listed	  below,	  using	  Yin’s	  terminology	  for	  categories.	  	   1.	  Null	  Hypothesis	  -­‐	  The	  observation	  is	  a	  result	  of	  chance	  2.	  Investigator	  Bias	  -­‐	  Reactivity	  in	  research,	  “Experimenter	  effect”	  3.	  Direct	  Rivals	  -­‐	  An	  intervention	  other	  than	  the	  target	  intervention	  accounts	  for	  results	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4.	  Commingled	  Rival	  -­‐	  Other	  interventions	  and	  the	  target	  intervention	  both	  contributed	  to	  the	  results	  5.	  Implementation	  Rival	  -­‐	  The	  implementation	  process,	  not	  the	  intervention,	  accounts	  for	  the	  results	  (pp.	  133-­‐136)	  
	  	   Four	  general	  categories	  of	  criteria	  for	  interpreting	  the	  findings,	  that	  is,	  evaluating	  the	  validity	  of	  results	  in	  the	  case	  study	  includes:	  construct	  validity,	  internal	  validity	  (establishing	  reasonable	  causal	  relationships),	  external	  validity,	  and	  reliability	  (Yin,	  2008).	  Yin’s	  criteria	  table	  is	  useful	  for	  summarizing	  the	  tactics	  in	  each	  of	  these	  four	  tests	  of	  validity	  (Table	  5	  below;	  Yin,	  2008,	  page	  41)).	  	  
Tests	   Case	  study	  tactic	   Phase	  of	  research	  in	  
which	  tactic	  occurs	  Construct	  validity	   Use	  multiple	  sources	  of	  evidence	  Establish	  chain	  of	  evidence	  Have	  key	  informants	  review	  draft	  (Artifacts	  of	  PT	  interaction,	  interviews)	  
Data	  collection	  Data	  collection	  Composition	  	  
Internal	  validity	   1.	  Do	  pattern	  matching	  2.	  Do	  explanation	  building	  3.	  Address	  rival	  	  	  	  	  	  explanations	  4.	  Use	  logic	  models	  
	  Data	  analysis	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Tests	   Case	  study	  tactic	   Phase	  of	  research	  in	  
which	  tactic	  occurs	  External	  validity	   1.Use	  theory	  in	  single	  case	  	  	  	  	  studies	  2.Use	  replication	  logic	  in	  	  	  	  	  multiple	  case	  studies	  
Research	  design	  
Reliability	   Use	  case	  study	  protocol	  Develop	  case	  study	  database	   	  Data	  collection	  Table	  5:	  Yin's	  Criteria	  for	  Interpreting	  Findings	  	  
Role	  of	  the	  Researcher	  	   My	  role	  as	  a	  research	  began	  by	  collaborating	  with	  Dr.	  David	  O'Brien	  and	  fellow	  graduate	  student,	  Christopher	  Kolb,	  as	  we	  redesigned	  CI	  5452	  and	  implemented	  a	  new	  syllabus	  that	  enacted	  new	  state	  standards	  for	  PT	  content	  area	  reading	  instruction	  (CARI).	  	  My	  teaching,	  research	  experience,	  and	  work	  with	  the	  redesign	  of	  CI	  5452	  provided	  me	  with	  what	  Patton	  describes	  as	  unique	  sensitivity	  to	  the	  context	  of	  the	  phenomena	  being	  studied	  (Patton,	  2002).	  In	  this	  case,	  the	  phenomena	  were	  PT	  learning	  and	  CARI	  course	  design	  and	  format.	  	  I	  myself	  had	  been	  a	  participant	  in	  that	  context.	  I	  brought	  to	  that	  context	  my	  own	  experiences	  and	  knowledges:	  two	  decades	  of	  secondary	  teaching	  experience	  and	  work	  with	  student	  teachers,	  five	  years	  of	  work	  with	  PTs	  at	  the	  university,	  experience	  with	  course	  design	  and	  learning	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technologies,	  and	  four	  years	  of	  reading	  education	  research	  experiences	  during	  my	  doctoral	  studies	  	  (adolescent	  literacy,	  reading	  assessment,	  reading	  motivation	  and	  engagement,	  and	  CARI	  professional	  development	  and	  interaction	  with	  teachers	  in	  content	  area	  literacy	  instruction	  in	  local	  public	  schools).	  I	  also	  experienced	  the	  course	  as	  it	  was	  happening,	  interacting	  with	  PTs	  and	  content	  area	  groups.	  As	  one	  who	  had	  received	  positive	  feedback	  in	  my	  various	  roles,	  I	  believed	  myself	  to	  a	  well-­‐trained,	  experienced,	  and	  astute	  observer”	  who	  adds	  “value	  and	  credibility	  to	  the	  to	  the	  inquiry.”	  	  (Patton,	  2002,	  p.	  65).	  	   Believing	  that	  I	  could	  add	  credibility	  to	  the	  inquiry,	  I	  was	  also	  aware	  of	  the	  challenges	  presented	  by	  the	  reflexive	  nature	  of	  my	  inquiry.	  Drawing	  on	  my	  experience	  while	  inductively	  reasoning	  from	  the	  data	  required	  that	  I	  be	  “self-­‐questioning	  and	  self-­‐understanding”	  (Patton,	  2002,	  p.	  64)	  and	  required	  me	  to	  acknowledge	  my	  own	  voice	  and	  perspective	  (Green,	  1998).	  As	  I	  analyzed	  data	  and	  wrote	  up	  my	  findings,	  I	  wrote	  theoretical	  memos	  where	  I	  thought	  about	  my	  background	  and	  potential	  biases	  as	  a	  middle	  age,	  white	  male	  born	  in	  the	  US	  Midwest,	  bilingual	  in	  Spanish	  and	  English.	  Throughout	  the	  iterative,	  recursive	  process	  of	  analysis	  and	  writing,	  I	  endeavored	  to	  engage	  in	  self-­‐critique	  and	  to	  acknowledge	  my	  own	  perspective.	  I	  also	  employed	  strategies	  to	  test	  the	  validity	  of	  my	  conclusions.	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Selection	  of	  Site	  and	  Participants	  
	   I	  selected	  the	  site	  (University	  of	  Minnesota)	  and	  participants	  (CI	  5452	  PTs)	  purposively	  to	  find	  out	  how	  the	  redesign	  and	  new	  online	  format	  of	  a	  CARI	  course	  would	  impact	  PTs	  from	  a	  variety	  of	  content	  area	  programs.	  Specifically,	  in	  2010,	  the	  Minnesota	  Board	  of	  Teaching	  adopted	  new	  content	  area	  reading	  standards	  for	  preservice	  teacher	  licensing	  (Minnesota	  Board	  of	  Teaching,	  2012),	  and	  in	  order	  to	  prepare	  PTs	  for	  these	  CARI	  standards	  in	  a	  preservice	  teacher	  (PT)	  licensing	  program	  at	  the	  University	  of	  Minnesota,	  Dr.	  David	  G.	  O’Brien	  worked	  	  with	  doctoral	  student	  Christopher	  Kolb	  and	  with	  me	  to	  develop	  a	  new	  version	  of	  	  the	  university’s	  online	  CARI	  course.	  The	  course,	  CI	  5452:	  Reading	  in	  the	  Content	  Areas	  for	  Initial	  
Licensure	  Candidates,	  has	  been	  required	  for	  PTs	  since	  2006.	  The	  spring	  2011	  course	  redesign	  was	  specifically	  chosen	  as	  the	  context	  for	  this	  study	  as	  it	  afforded	  an	  excellent	  opportunity	  to	  understand	  a	  CARI	  course	  that	  was	  both	  grounded	  in	  CARI	  research	  and	  informed	  by	  state	  and	  national	  standards.	  The	  new	  state	  standards	  called	  for	  “comprehensive,	  scientifically-­‐based	  reading	  instruction”	  for	  preservice	  teachers	  (Office	  of	  the	  Reviser	  of	  Statutes,	  State	  of	  Minnesota,	  2010)	  .	  	  Attention	  was	  also	  paid	  to	  national	  standards	  for	  CARI	  such	  as	  the	  International	  Reading	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Association	  Standards	  for	  Reading	  Professionals	  (International	  Reading	  Association,	  2010)	  during	  the	  redesign	  process.	  	  	   Participants	  in	  the	  study	  were	  also	  purposively	  selected	  from	  the	  58	  PTs	  enrolled	  in	  the	  spring	  2011	  course	  CI	  5452,	  and	  included	  21	  PTs	  who	  gave	  consent	  to	  be	  studied	  in	  depth.	  These	  21	  participants	  were	  purposively	  selected	  to	  allow	  for	  the	  widest	  possible	  representation	  of	  PT	  program	  areas,	  gender,	  and	  racial	  or	  ethnic	  backgrounds	  among	  participants.	  They	  represented	  eight	  different	  content	  area	  program	  areas:	  agriculture,	  business	  and	  marketing	  (BME),	  family	  and	  consumer	  science	  (FACS),	  mathematics,	  music,	  science,	  second	  languages	  and	  literature	  (SLC),	  and	  social	  studies.	  No	  art	  education	  PTs	  gave	  consent,	  and	  there	  were	  no	  physical	  education	  PTs	  enrolled	  in	  the	  spring	  of	  2011.	  (In	  the	  fall	  semester	  PTs	  from	  the	  physical	  education	  content	  area	  were	  also	  enrolled	  and	  brought	  the	  total	  number	  of	  program	  areas	  served	  by	  the	  course	  to	  ten.)	  	  	   In	  total,	  21	  PTs	  were	  selected	  for	  in-­‐depth	  participation	  in	  the	  study,	  representing	  36%	  of	  the	  59	  students	  enrolled	  in	  CI	  5452	  in	  the	  spring	  of	  2011.	  Sixty-­‐five	  percent	  of	  those	  selected	  for	  participation	  in	  the	  study	  were	  female	  and	  45%	  were	  male.	  Although	  student	  records	  were	  not	  available	  to	  confirm	  race	  or	  ethnicity,	  or	  to	  confirm	  that	  PTs	  were	  born	  outside	  the	  US,	  my	  interactions	  and	  notes	  from	  office	  hour	  conversations	  indicated	  that	  one	  PT	  was	  born	  in	  India	  (female,	  math	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education	  PT),	  one	  in	  Pakistan	  (male,	  math	  education	  PT),	  and	  four	  in	  China	  (one	  female	  science	  education	  PT,	  and	  three	  female	  SLC	  PTs).	  In	  office	  hour	  conversations	  and	  email	  exchanges	  with	  the	  women	  PTs	  born	  in	  China,	  I	  learned	  that	  English	  was	  not	  their	  first	  language,	  and,	  significantly,	  that	  they	  had	  relatively	  limited	  experience	  with	  online	  learning	  and	  limited	  experience	  with	  the	  US	  educational	  system.	  	  
Data	  Collection	  and	  Analysis	  
	   Data	  sources	  or	  artifacts	  were	  selected	  based	  on	  how	  well	  they	  would	  help	  me	  address	  the	  research	  questions	  I	  posed	  for	  this	  study.	  Appendix	  A	  illustrates	  the	  match	  between	  research	  questions	  and	  data	  artifacts,	  as	  well	  as	  the	  data	  artifact	  counts	  and	  issues	  I	  planned	  to	  explore	  through	  the	  analysis	  of	  each	  data	  artifact.	  	  Below,	  I	  provide	  more	  details	  about	  the	  data	  sources,	  tools	  created	  or	  used	  to	  gather	  data,	  and	  my	  analysis	  processes.	  	  
	   Course	  surveys.	  	  Pre-­‐course	  surveys	  and	  post-­‐course	  surveys	  used	  in	  my	  study	  were	  presented	  online	  for	  PTs	  to	  complete,	  and	  were	  linked	  to	  on	  the	  course	  website.	  The	  surveys	  helped	  me	  understand	  PTs	  pre	  and	  post	  course	  knowledge	  of,	  and	  dispositions	  toward,	  CARI.	  	  The	  basis	  for	  my	  pre-­‐course	  surveys	  came	  from	  an	  instrument	  developed	  and	  validated	  during	  an	  experimental	  study	  by	  Konopak,	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Readence,	  and	  Wilson	  (1994).	  	  Please	  see	  Appendix	  B	  for	  information	  about	  this	  survey	  and	  its	  relation	  to	  the	  CARI	  research	  presented	  in	  CI	  5452.	  Preservice	  and	  inservice	  secondary	  teachers’	  orientations	  toward	  content	  area	  reading	  were	  collected	  as	  part	  of	  the	  1994	  study	  (Konopak	  et	  al.,	  1994).	  	  Konopak	  and	  her	  colleagues	  had	  adapted	  Kinzer’s	  1988	  instrument	  for	  assessing	  elementary	  teacher	  beliefs	  about	  reading	  so	  that	  it	  was	  appropriate	  for	  use	  with	  secondary	  content	  area	  teachers.	  Konopak	  and	  colleagues	  scored	  teacher	  responses	  on	  the	  surveys	  to	  determine	  whether	  teachers’	  sets	  of	  beliefs	  reflected	  a	  text-­‐based	  explanation	  of	  reading,	  a	  reader-­‐based	  explanation	  of	  reading,	  or	  an	  interactive	  explanation	  of	  reading	  	   Analysis	  of	  the	  2009-­‐2010	  CI	  5452	  data	  was	  undertaken	  using	  the	  same	  procedures	  Konopak	  et	  al	  (1994)	  employed	  via	  the	  survey	  item	  categories	  reading	  
process	  (15	  survey	  statements),	  reading	  development	  (15	  survey	  statements),	  text-­‐
based	  statements	  (10	  survey	  statements),	  reader-­‐based	  statements	  (10	  survey	  statements),	  and	  interactive	  statements	  (10	  survey	  statements).	  	  	   In	  keeping	  with	  the	  current	  study’s	  research	  question	  1,	  the	  frequency	  data	  from	  this	  survey	  were	  also	  examined	  for	  descriptions	  of	  PT	  dispositions	  and	  knowledges	  about	  CARI.	  Dispositions	  and	  knowledges	  were	  defined	  as	  in	  Chapter	  1	  of	  this	  study,	  and	  survey	  statements	  were	  determined	  to	  pertain	  to	  dispositions	  (13	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statements)	  if	  the	  language	  of	  the	  statement	  included	  value	  statements	  such	  as	  
should	  or	  it	  is	  important.	  	  Survey	  statements	  were	  determined	  to	  be	  knowledge	  statements	  if	  they	  did	  not	  contain	  value	  language	  (17	  statements).	  	  Survey	  statement	  and	  data	  tables	  developed	  for	  this	  study	  begin	  with	  survey	  item	  5,	  which	  corresponds	  to	  Konopak’s	  et	  al.	  survey	  item	  1.	  	  The	  first	  four	  survey	  items	  on	  the	  
Reading	  in	  the	  Content	  for	  Initial	  Licensure	  Candidates	  pre-­‐course	  survey	  solicited	  information	  that	  identified	  students,	  so	  these	  items	  are	  not	  included	  in	  statement	  and	  data	  tables	  for	  this	  study.	  Please	  note	  that	  original	  language	  of	  the	  survey	  is	  retained	  on	  the	  statement	  and	  data	  tables.	  	  “Teacher”	  there	  refers	  to	  PT,	  and	  “student”	  there	  refers	  to	  adolescents.	  	  Please	  see	  data	  display	  tables	  in	  the	  following	  sections	  for	  graphic	  representation	  of	  the	  findings	  from	  the	  pre-­‐course	  surveys.	  	   One	  difference	  in	  the	  analysis	  was	  that	  after	  all	  233	  surveys	  were	  analyzed-­‐-­‐across	  all	  program	  areas,	  I	  also	  analyzed	  data	  for	  each	  specific	  program	  or	  discipline	  area	  to	  enable	  comparisons	  in	  findings	  (e.g.,	  comparing	  the	  beliefs	  and	  knowledge	  of	  science	  PTs	  with	  social	  studies	  or	  math	  PTs).	  	   I	  gathered	  post-­‐course	  survey	  data	  from	  three	  different	  surveys:	  Synthesize	  
course	  learning	  (general	  CARI	  dispositions	  and	  knowledges),	  Review	  Your	  
Professional	  Knowledge	  about	  Reading	  (knowledge	  of	  CARI),	  and	  Review	  Your	  
Disciplinary	  Knowledge	  about	  Reading	  (knowledge	  of	  CARI	  related	  to	  the	  PT’s	  own	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content	  area).	  	  Synthesize	  course	  learning,	  the	  first	  of	  the	  three,	  was	  the	  survey	  developed	  from	  the	  work	  of	  Konopak	  et	  al	  (1994)	  and	  was	  the	  same	  survey	  I	  used	  as	  a	  pre-­‐course	  measure.	  Review	  Your	  Professional	  Knowledge	  about	  Reading	  was	  developed	  by	  CI	  5452	  designers	  and	  instructors	  based	  on	  the	  Minnesota	  statutes	  calling	  for	  all	  licensed	  teachers	  to	  have	  knowledge	  of	  “comprehensive,	  scientifically	  based	  reading	  instruction”	  (Office	  of	  the	  Reviser	  of	  Statutes,	  State	  of	  Minnesota,	  2006).	  Review	  Your	  Disciplinary	  Knowledge	  about	  Reading,	  also	  developed	  by	  designers	  and	  instructors	  of	  CI	  5452,	  was	  a	  series	  of	  content	  area	  based	  surveys	  grounded	  on	  the	  Minnesota	  statutes	  for	  content	  area	  reading	  knowledge	  for	  each	  content	  area	  (Minnesota	  Board	  of	  Teaching,	  2012).	  Professional	  Knowledge	  about	  
Reading	  and	  Review	  Your	  Disciplinary	  Knowledge	  about	  Reading	  were	  developed	  for	  the	  CI	  5452	  course	  because	  no	  other	  instruments	  existed	  at	  that	  time	  that	  were	  tied	  to	  Minnesota	  statutes.	  	   For	  each	  survey	  I	  calculated	  the	  frequency	  of	  response	  for	  individual	  survey	  items.	  For	  the	  pre-­‐course	  survey	  and	  the	  post-­‐course	  survey,	  I	  calculated	  frequency	  of	  response,	  using	  the	  categories	  established	  and	  validated	  by	  Konapak	  et	  al:	  agree,	  
somewhat	  agree,	  somewhat	  disagree,	  or	  disagree.	  	  I	  also	  examined	  content	  area	  group	  frequencies	  and	  used	  these	  data	  to	  determine	  patterns	  through	  the	  process	  of	  inductive	  analysis.	  For	  the	  remaining	  two	  end-­‐of-­‐course	  surveys,	  I	  again	  calculated	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frequency	  of	  response	  items,	  and	  used	  these	  data	  to	  establish	  patterns.	  	  For	  each	  survey	  I	  used	  sensitizing	  concepts	  to	  make	  sense	  of	  the	  data.	  	  These	  concepts	  were	  drawn	  from	  the	  research	  questions	  and	  course	  objectives.	   Pre-­‐course	  survey	  data	  analysis	  allowed	  me	  to	  determine	  patterns	  in	  PT	  CARI	  dispositions	  and	  knowledges	  before	  they	  experienced	  the	  online	  course,	  specifics	  of	  which	  are	  seen	  in	  Chapter	  4.	  Post-­‐course	  survey	  data	  allowed	  me	  to	  determine	  patterns	  in	  PT	  CARI	  dispositions	  and	  knowledges	  after	  they	  had	  experienced	  the	  revised	  CI	  5452/EDHD	  508;	  And,	  when	  triangulated	  with	  other	  data	  sources,	  allowed	  for	  analysis	  of	  how	  the	  course	  impacted	  PTs’	  dispositions	  and	  knowledges	  of	  CARI.	  	  
	   Course	  components	  and	  design.	  Data	  from	  course	  components	  were	  also	  analyzed:	  course	  design	  data,	  and	  assignments	  and	  instructional	  materials.	  These	  data	  were	  first	  organized	  chronologically	  by	  data	  source,	  read,	  and	  re-­‐read	  to	  develop	  a	  timeline	  of	  instructional	  themes,	  instructional	  materials,	  and	  PT	  interactions	  in	  order	  to	  establish	  indigenous	  typologies	  and	  or	  what	  Patton	  (2002)	  refers	  to	  as	  “classification	  systems	  made	  up	  of	  categories	  that	  divide	  some	  aspect	  of	  the	  world	  into	  parts	  along	  a	  continuum”	  (p.	  p.	  457)	  I	  then	  revisited	  the	  data	  with	  sensitizing	  concepts	  developed	  from	  the	  study	  research	  question	  2,	  “What	  are	  the	  components	  of	  the	  course,	  and	  how	  were	  these	  components	  designed	  to	  impact	  PTs’	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dispositions	  and	  knowledges	  of	  CARI?”	  Using	  constant	  comparative	  analysis	  (Patton,	  2002),	  I	  examined	  analyst-­‐constructed	  typologies,	  patterns	  developed	  in	  research	  memos	  and	  notes	  concerning	  defining	  CARI,	  selecting	  and	  developing	  instructional	  materials	  to	  meet	  course	  objectives,	  and	  shifts	  in	  the	  content	  and	  delivery	  with	  a	  rationale	  for	  these	  moves.	  Data	  were	  then	  reviewed	  to	  establish	  or	  critique	  patterns.	  	  This	  process	  of	  analysis	  was	  repeated	  for	  all	  course	  documents.	  	  	   The	  results	  of	  the	  analysis	  of	  course	  components	  and	  design	  provided	  me	  with	  conclusions	  to	  answer	  research	  questions	  2	  and	  3,	  including	  information	  about	  the	  original	  face-­‐to	  face	  course	  for	  English	  Education	  majors	  and	  the	  evolution	  of	  this	  course	  to	  a	  face-­‐to-­‐face	  course	  with	  all	  content	  areas	  (with	  break-­‐out	  groups	  by	  content	  area),	  and	  then	  a	  further	  evolution	  of	  the	  course	  to	  online	  instruction	  with	  specific	  content	  area	  sections	  of	  the	  course.	  These	  results	  then	  served	  as	  metadata	  that	  I	  triangulated	  with	  other	  data	  sources.	  	   For	  the	  first	  phase	  of	  my	  analysis	  of	  course	  components	  and	  design	  data,	  I	  examined	  four	  datasets	  related	  to	  course	  design:	  course	  design	  notes	  (Boehm	  &	  O’Brien,	  2006),	  and	  course	  designer	  emails	  and	  notes	  (O'Brien,	  Biggs,	  Boehm,	  2007)	  ,	  course	  syllabi	  (Appendix	  C),	  and	  course	  Moodle	  site	  printouts	  representing	  the	  website	  itself	  (Appendix	  D).	  	  Of	  significant	  note	  in	  this	  phase	  of	  analysis	  was	  the	  finding	  that	  the	  course,	  founded	  on	  CARI	  research	  and	  MN	  BOT	  PT	  standards,	  was	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also	  designed	  through	  a	  series	  of	  negotiations	  between	  content	  area	  professors	  and	  literacy	  professors.	  This	  negotiation	  played	  out	  in	  how	  the	  course	  was	  scheduled	  and	  formatted	  to	  better	  meet	  the	  needs	  of	  the	  ten	  program	  areas	  whose	  PTs	  took	  the	  course	  (Boehm	  &	  O’Brien,	  2006;	  Biggs,	  Boehm,	  Kolb,	  &	  O’Brien,	  2011).	  Because	  of	  these	  collegial	  negotiations,	  CI	  5452	  was	  presented	  to	  students	  in	  two	  sections.	  Section	  001	  (one	  credit	  course)	  was	  designed	  for	  PTs	  from	  content	  areas	  with	  previous	  or	  concurrent	  exposure	  to	  CARI	  research	  in	  their	  program	  area	  courses.	  Section	  002	  (two	  credit	  course)	  was	  designed	  for	  PTs	  from	  content	  areas	  with	  little	  or	  no	  experience	  of	  CARI	  research	  in	  their	  content	  areas.	  The	  credits	  given	  for	  the	  two	  sections	  also	  reflected	  negotiations	  with	  content	  area	  teacher	  preparation	  program	  faculty.	  	   Analysis	  of	  course	  design	  artifacts	  allowed	  me	  to	  document	  the	  affordances	  and	  challenges	  of	  the	  presentation	  of	  the	  course	  online.	  Course	  artifacts	  were	  analyzed	  using	  constant	  comparative	  analysis	  based	  on	  analyst-­‐constructed	  typologies.	  This	  strategy	  allowed	  me	  to	  understand	  what	  topics	  were	  covered	  in	  the	  class,	  the	  sequence	  of	  activities	  and	  assignments,	  the	  nature	  of	  uploaded	  articles	  and	  instructional	  media,	  and	  a	  visual	  representation	  of	  the	  organization	  and	  presentation	  of	  the	  course.	  	  One	  document,	  the	  Final	  Master	  Syllabus	  (See	  Appendix	  C),	  was	  used	  as	  an	  advance	  organizer	  for	  the	  analysis	  of	  course	  design	  and	  materials.	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The	  Final	  Master	  Syllabus	  described	  how	  CI	  5452	  design	  and	  materials	  met	  the	  requirements	  of	  state	  statute	  122.A06	  subdivision	  4	  that	  PTs	  understand	  comprehensive,	  scientifically	  based	  reading	  instruction,	  requirements	  articulated	  by	  content	  area	  in	  the	  Board	  of	  Teaching	  standards	  for	  CARI	  instruction.	  	  	   The	  Syllabus	  outlined	  five	  course	  objectives	  (Table	  6	  below).	  1.	   Understand	  the	  process	  of	  reading,	  including	  learning	  to	  read,	  reading-­‐to-­‐learn,	  content	  area	  reading,	  disciplinary	  literacy	  academic	  literacy	  support,	  and	  the	  relation	  between	  digital	  literacies	  and	  media	  and	  traditional	  print	  literacy.	  	  (Reading	  process)	  2.	   Understand	  best	  practices	  in	  using	  reading,	  writing,	  and	  discipline-­‐based	  discourse	  to	  support	  students’	  learning	  in	  various	  disciplines.	  	  (Reading	  instructional	  practice)	  3.	   Understand	  how	  motivation	  and	  engagement	  in	  literacy,	  particularly	  in	  the	  area	  of	  reading,	  can	  be	  assessed	  and	  used	  to	  support	  students’	  literacy	  learning	  in	  various	  disciplines.	  (Role	  of	  motivation	  and	  engagement)	  4.	   Understand	  and	  apply	  various	  reading	  assessments	  appropriate	  for	  middle	  school	  and	  high	  school	  learners	  and	  construct	  assessment	  tailored	  to	  inform	  instructional	  practices	  in	  various	  disciplines.	  	  (Reading	  assessment)	  5.	   Design	  effective	  instruction	  and	  programs	  with	  attention	  to	  word	  recognition	  (including	  phonemic	  awareness,	  phonics	  and	  decoding,	  word	  structure	  and	  fluency),	  vocabulary,	  and	  strategic	  reading	  geared	  toward	  text	  comprehension.	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(Effective	  instructional	  design)	  	   Table	  6:	  CI	  5452	  Course	  Objectives	  	  I	  also	  analyzed	  how	  the	  state	  statute	  was	  mapped	  to	  CI	  5452	  course	  objectives,	  finding	  that	  the	  state	  statue	  components	  were	  addressed	  across	  all	  course	  objectives.	  Further,	  there	  were	  course	  objectives	  not	  addressed	  in	  the	  state	  statute	  that	  were	  addressed	  by	  the	  content	  area	  specific	  BOT	  standards.	  This	  is	  explicated	  in	  Chapter	  4.	  	   The	  second	  phase	  of	  analysis	  involved	  course	  components	  and	  design,	  including	  scrutinizing	  four	  datasets	  related	  to	  assignments	  and	  instructional	  
materials:	  self-­‐assessments	  and	  module	  quizzes,	  application	  assignment	  instructions	  and	  exemplars,	  rubrics	  for	  application	  assignments	  (See	  ,	  course	  readings	  (Appendix	  E),	  and	  instructional	  media.	  	  	   Each	  of	  the	  seven	  course	  topics	  contained	  a	  multiple-­‐choice	  self-­‐assessment	  or	  module	  quiz	  covering	  the	  concepts	  presented	  in	  the	  topic.	  Self-­‐assessments	  and	  quizzes	  were	  designed	  as	  learning	  tools	  and	  PTs	  were	  permitted	  to	  take	  them	  as	  frequently	  as	  they	  wished	  to	  achieve	  their	  desired	  score.	  The	  four	  course	  application	  assignments	  were	  presented	  at	  the	  end	  of	  the	  course,	  with	  email	  and	  website	  reminders	  to	  PTs.	  Each	  application	  assignment	  was	  presented	  to	  PTs	  online	  with	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downloadable	  instructions,	  exemplars,	  and	  assignment	  rubrics.	  	  Appendix	  F	  illustrates	  the	  assignments	  and	  the	  topics	  they	  are	  linked	  to.	  	   Descriptions	  of	  course	  readings	  are	  provided	  in	  Appendix	  D.	  	  Course	  readings	  were	  comprised	  of	  research	  texts	  and	  articles	  as	  seen	  in	  the	  table	  in	  Appendix	  D.	  Readings	  are	  listed	  by	  course	  topic.	  Course	  media	  were	  developed	  by	  Dr.	  O’Brien,	  and	  in	  the	  case	  of	  the	  minilecture	  on	  fluency,	  by	  me.	  We	  drew	  on	  current	  CARI	  research	  to	  enhance	  PT	  learning.	  The	  media	  were	  comprised	  of	  online	  course	  modules	  (voice-­‐over	  slide	  presentations,	  and	  videos)	  and	  minilectures.	  	  A	  list	  of	  media	  items	  and	  the	  course	  topics	  they	  are	  linked	  to,	  is	  provided	  in	  Appendix	  E.	  This	  information	  also	  may	  be	  seen	  in	  the	  course	  syllabi	  in	  Appendix	  C,	  in	  the	  Moodle	  page	  visual	  outline	  in	  Appendix	  D.	  
	  
	  	   Analysis	  of	  dialog	  journals	  and	  group	  discussions.	  Two	  artifacts	  of	  PT	  interaction	  were	  chosen	  as	  datasets	  for	  this	  study:	  online	  dialog	  journals	  and	  content	  area	  online	  group	  discussion	  posts.	  These	  datasets	  helped	  me	  answer	  research	  question	  3,	  where	  I	  sought	  to	  describe	  the	  impact	  of	  the	  course	  design	  and	  format	  on	  the	  PTs’	  dispositions	  and	  knowledges	  about	  CARI	  because	  they	  reflect,	  in	  the	  PTs’	  own	  words,	  thought	  motivated	  by	  the	  PTs’	  own	  inquiry.	  	  	  Please	  see	  Appendices	  G,	  H,	  and	  I	  for	  information	  on	  these	  assignments.	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   Twenty-­‐one	  PTs	  gave	  permission	  for	  their	  dialog	  journals	  to	  be	  included	  in	  the	  datasets	  for	  this	  study.	  	  	  The	  data	  were	  analyzed	  using	  a	  two-­‐part	  process	  following	  Patton’s	  protocol:	  I	  first	  identified	  core	  consistencies	  and	  meanings	  through	  inductive	  inquiry	  (Patton,	  2002).	  	  Of	  all	  datasets,	  the	  dialog	  journal	  documents	  afforded	  content	  that	  represented	  the	  most	  direct	  and	  individual	  experiences	  of	  candidates	  in	  the	  course.	  	  I	  then	  began	  the	  process	  of	  identifying	  core	  consistencies	  across	  datasets	  and	  developing	  coding	  categories	  with	  dialog	  journal	  data.	  	  I	  continued	  coding	  category	  validation	  with	  analysis	  of	  the	  group	  discussion	  postings.	  Through	  an	  iterative	  and	  recursive	  process	  I	  read	  through	  each	  candidate’s	  datasets	  and	  then	  across	  all	  candidates’	  datasets.	  	  	  	   My	  objective	  in	  coding	  category	  development	  was	  to	  identify	  indigenous	  categories	  (Patton,	  2002)	  that	  the	  candidates	  used	  to	  communicate	  their	  experience	  of	  learning	  in	  the	  course.	  	  I	  accomplished	  this	  by	  looking	  for	  patterns,	  categories,	  or	  themes	  in	  the	  candidate’s	  postings	  and	  responses	  to	  instructor	  postings.	  	  	  For	  example,	  Barbara	  (social	  studies	  education	  PT)	  referred	  to	  “students	  with	  different	  background	  [sic]”	  in	  a	  discussion	  of	  instructional	  planning.	  Fifteen	  other	  candidates,	  with	  similar	  wording,	  made	  use	  of	  the	  concept	  of	  adolescent	  prior	  knowledge	  to	  talk	  about	  the	  course.	  As	  I	  read	  and	  wrote	  research	  memos	  on	  individual	  candidate’s	  dialog	  journals	  I	  began	  making	  notes	  for	  a	  manageable	  coding	  scheme	  to	  address	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frequently	  mentioned	  concepts	  shared	  by	  PTs	  across	  all	  dialog	  journals.	  In	  an	  iterative	  and	  recursive	  process	  I	  examined	  the	  coding	  categories	  with	  the	  sensitizing	  concepts	  from	  the	  study’s	  research	  questions	  and	  the	  course	  objectives.	  I	  then	  validated	  and	  refined	  that	  set	  of	  codes	  by	  reading	  across	  all	  dialog	  journal	  documents.	  	  I	  repeated	  this	  process	  with	  the	  datasets	  in	  order	  to	  determine	  indigenous	  typologies,	  .One	  such	  typology	  was	  labeled	  course	  learning	  materials.	  	  Candidates	  wrote	  of	  a	  variety	  of	  learning	  materials;	  some	  were	  research,	  some	  were	  ideas	  already	  provided	  and	  organized	  when	  presented	  to	  PTs,	  and	  some	  were	  media	  artifacts.	  As	  I	  analyzed	  this	  data,	  I	  was	  aware	  that	  concepts	  used	  in	  communications	  between	  candidate	  and	  instructor,	  based	  as	  they	  are	  in	  a	  common	  disciplinary	  language,	  provided	  opportunity	  for	  inclusion	  of	  the	  researcher’s	  concepts.	  For	  this	  reason,	  after	  each	  phase	  of	  analysis	  I	  revised	  coding	  to	  more	  accurately	  reflect	  candidate	  experience	  from	  the	  data.	  	  	  I	  widened	  the	  testing	  of	  the	  indigenous	  categories,	  and	  later	  that	  of	  the	  indigenous	  typologies,	  to	  include	  data	  from	  the	  group	  discussions,	  candidate	  interviews,	  and	  the	  post-­‐course	  surveys;	  and	  I	  did	  not	  revisit	  this	  study’s	  research	  questions	  until	  after	  I	  had	  determined	  indigenous	  categories	  and	  typologies.	  	  This	  final	  list	  of	  codes	  and	  meanings	  for	  indigenous	  categories	  is	  presented	  below	  in	  figure	  3.3.	  Indigenous	  typologies	  are	  discussed	  in	  depth	  in	  Chapter	  4.	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   Yellow	  highlight	   PT	  discussion	  of	  the	  reading	  process	  Green	  highlight	   	   PT	  discussion	  of	  disciplinary	  literacy	  Blue	  highlight	   	   PT	  discussion	  of	  motivation	  and	  engagement	  Pink	  highlight	   	   PT	  discussion	  of	  assessment	  Purple	  highlight	   PT	  discussion	  of	  pedagogy	  or	  instructional	  strategies	  Drawn	  oval	   	   PT	  discussion	  of	  course	  materials,	  including	  media	  Drawn	  rectangle	   PT	  discussion	  of	  prior	  experience	  that	  impacts	  CARI	  Drawn	  arrow	   	  Concepts,	  actions,	  or	  interactions	  PTs	  found	  important	  to	  their	  learning	  of	  CARI	  Strikethrough	   	   Insights	  PTs	  drew	  from	  interactions	  with	  colleagues	  in	  their	  content	  area	  discussion	  groups	  Thought	  bubbles	   Summaries	  of	  significant	  PT	  thinking	  about	  CARI	  	   Table	  7:	  Coding	  for	  Indigenous	  Typologies	  	  
	   Dialog	  journals.	  See	  the	  dialog	  journal	  assignment	  in	  Appendix	  G.	  In	  keeping	  with	  new	  course	  design	  goals	  and	  in	  response	  to	  PT	  feedback,	  a	  more	  individualized	  and	  interactive	  approach	  was	  developed	  to	  assess	  PTs	  pre-­‐course	  through	  end-­‐of-­‐
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course	  beliefs	  about	  reading	  processes	  and	  the	  development	  of	  reading,	  namely	  the	  addition	  of	  the	  dialog	  journal	  semester-­‐long	  assignment.	  	  The	  dialog	  journal	  assignment	  was	  a	  “weekly	  individual	  professional	  reflection	  journal	  on	  inquiry	  into	  the	  practice	  of	  disciplinary	  literacy	  instruction,	  “with	  “multiple	  entries	  in	  each	  course	  topic.”	  For	  example,	  the	  PT	  developed	  a	  guiding	  question	  for	  the	  PT’s	  own	  journal,	  and	  used	  that	  question	  to	  query	  and	  consider	  course	  material	  and	  interactions	  in	  light	  of	  the	  PT’s	  teaching	  practice.	  Sample	  guiding	  questions	  include	  questions	  from	  PTs	  who	  seek	  to	  understand	  whether	  CARI	  is	  useful	  in	  their	  content	  area	  at	  all:	  	   Do	  you	  think	  about	  the	  piece	  differently	  after	  reading	  the	  article	  about	  the	  composer?"	  At	  this	  point	  in	  time,	  I	  wonder	  why	  do	  music	  teachers	  often	  neglect	  reading?	  How	  might	  I	  use	  reading	  and	  analysis	  of	  the	  assigned	  reading	  in	  my	  classroom?	  Michael,	  Music	  Education	  PT	  	  Questions	  from	  PTs	  who	  appreciated	  the	  value	  of	  CARI	  for	  learning	  in	  their	  content	  area	  but	  were	  unsure	  about	  the	  time	  commitment	  they	  believed	  it	  required:	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   ...what	  particular	  strategies	  and	  concepts	  must	  I	  utilize	  in	  order	  to	  assist	  the	  students	  I	  teach	  to	  master	  content	  knowledge	  and	  how	  much	  time	  should	  be	  dedicated	  to	  teaching	  specific	  strategies	  while	  still	  being	  able	  to	  cover	  the	  content	  required	  by	  the	  established	  curriculum?	  (Wahib,	  Mathematics	  Education	  PT)	  	  And	  questions	  from	  a	  PT	  who	  exhibited	  significant	  prior	  knowledge	  of	  CARI,	  and	  wanted	  to	  share	  that	  knowledge	  with	  colleagues	  in	  other	  content	  areas:	  	   how	  I	  can	  encourage	  other	  content	  area	  teachers	  to	  build	  literacy	  and	  language	  skill-­‐building	  into	  their	  curriculum,	  especially	  in	  areas	  like	  math	  or	  science,	  and	  what	  resources	  I	  can	  share	  with	  them.	  (Isolde,	  Second	  Languages	  and	  Cultures	  PT)	  	  	   Twenty-­‐one	  PTs	  gave	  consent	  for	  their	  dialog	  journal	  postings	  to	  be	  analyzed	  for	  this	  study.	  Each	  PT	  was	  assigned	  a	  pseudonym	  under	  which	  that	  PT’s	  postings	  were	  analyzed.	  Pseudonyms	  were	  chosen	  from	  online	  searches	  of	  names	  to	  reflect	  the	  gender	  and,	  in	  as	  far	  as	  possible,	  the	  ethnicity	  of	  the	  PTs.	  Of	  the	  21	  PTs	  who	  gave	  consent,	  instructors	  determined	  from	  course	  data	  or	  from	  student	  interaction	  Arab-­‐
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American,	  Chinese,	  Euro-­‐American/Germanic,	  Euro-­‐American/Nordic,	  Euro-­‐American,	  and	  Indian	  (Subcontinental)	  ethnicities,	  and	  used	  these	  determinations	  to	  create	  pseudonyms.	  No	  data	  were	  available	  to	  distinguish	  among	  black,	  Latino,	  and	  white	  PTs.	  Six	  PTs	  were	  foreign	  students,	  four	  of	  whom	  were	  Chinese.	  The	  group	  of	  21	  PTs	  represented	  seven	  of	  the	  10	  content	  area	  teacher	  licensing	  program	  areas:	  agriculture	  education	  (one	  PT),	  business	  marketing	  education	  (three	  PTs),	  family	  and	  consumer	  science	  education	  (one	  PT),	  mathematics	  education	  (four	  PTs),	  music	  education	  (two	  PTs),	  second	  languages	  and	  culture	  education	  (six	  PTs),	  science	  education	  (one	  PT),	  and	  social	  studies	  education	  (four	  PTs).	  Three	  content	  area	  teacher-­‐licensing	  programs	  were	  not	  represented:	  art	  education,	  health	  education,	  and	  physical	  education.	   Dialog	  journals	  were	  written	  for	  Topics	  1-­‐7	  of	  the	  course,	  the	  first	  due	  January	  18,	  2011	  and	  the	  last	  due	  May	  8,	  2011	  (see	  figure	  3.4	  below).	  The	  entire	  assignment	  may	  be	  seen	  in	  Appendix	  F.	  
	   During	  the	  first	  phase	  of	  coding,	  frequency	  data	  were	  calculated	  for	  number	  of	  posts	  by	  PT.	  	  In	  the	  second	  phase	  of	  analysis,	  PT	  posts	  were	  coded	  for	  concepts	  from	  course	  objectives:	  reading	  process,	  disciplinary	  reading	  instructional	  practice,	  motivation	  and	  engagement,	  reading	  assessment,	  and	  effective	  instructional	  design.	  These	  codes	  corresponded	  to	  the	  five	  CI	  5452	  course	  objectives.	  Subsequent	  to	  coding	  for	  concepts	  from	  course	  objectives,	  I	  compared	  codes	  and	  coded	  items	  for	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conceptual	  validity.	  Continuing	  with	  iterative	  and	  recursive	  examination	  of	  the	  data,	  I	  then	  wrote	  research	  memos	  noting	  individual	  PT	  and	  program	  area	  experiences	  for	  further	  study.	  I	  then	  conducted	  a	  frequency	  study	  of	  the	  data,	  noting	  patterns	  across	  individual	  PTs’	  data	  and	  across	  program	  areas’	  data.	  As	  the	  last	  step	  in	  this	  phase	  of	  analysis,	  I	  wrote	  initial	  case	  study	  sketches	  for	  individual	  PTs	  and	  for	  program	  areas.	  	  
	   Content	  area	  group	  discussions.	  	  See	  group	  discussion	  assignment	  in	  Appendix	  H.	  The	  group	  discussion	  dataset	  was	  chosen	  because	  it	  offered	  another	  opportunity	  to	  develop	  indigenous	  categories	  and	  typologies	  to	  describe	  the	  content	  area	  group	  discussions.	  PTs	  who	  enrolled	  in	  CI	  5452	  during	  spring	  of	  2011	  and	  who	  gave	  permission	  for	  their	  group	  discussion	  data	  to	  be	  used	  were	  represented	  in	  eight	  content	  area	  groups:	  	  	  	  	   Agricultural	  Education	  Business	  and	  Marketing	  Education	  (BME)	  Family	  and	  Consumer	  Science	  Education	  (FACS)	  Mathematics	  Education	  	  Music	  Education,	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Second	  Language	  and	  Culture	  Education	  (SLC)	  Social	  Studies	  Education	  	  These	  represented	  eight	  of	  the	  10	  different	  program	  areas	  whose	  PTs	  were	  enrolled	  in	  the	  course.	  	  No	  art	  education	  PT	  gave	  permission	  for	  data	  to	  be	  used	  in	  this	  study,	  and	  no	  physical	  education	  PTs	  were	  enrolled	  in	  the	  spring	  semester	  of	  2011.	  	  	   PTs	  were	  assigned	  to	  online,	  asynchronous	  discussion	  groups	  with	  colleagues	  in	  their	  program	  area.	  For	  each	  unit	  of	  the	  course,	  PTs	  were	  asked	  to	  use	  the	  forum	  to	  discuss	  online	  a	  practice-­‐oriented	  topic	  that	  pertained	  to	  the	  unit’s	  themes	  of	  study.	  	  An	  example	  of	  these	  topics	  is	  provided	  below	  in	  Figure	  3.x.	  	  PTs	  discussed	  the	  course	  topic	  of	  reading	  comprehension	  as	  it	  related	  to	  implementation	  of	  CARI	  in	  their	  content	  areas,	  resulting	  in	  PT	  questions	  about	  the	  implementation	  of	  the	  discussion	  topic	  in	  the	  particular	  content	  area,	  offerings	  of	  instructional	  strategies,	  reference	  to	  lessons	  in	  teaching	  learned	  from	  other	  courses	  or	  PTs’	  previous	  experience,	  and	  interactions	  supportive	  of	  the	  ideas	  or	  struggles	  of	  colleagues.	  	  A	  list	  of	  group	  discussion	  topics	  is	  included	  in	  Appendix	  G,	  and	  a	  sample	  topic	  is	  offered	  on	  the	  following	  page.	  .	  
Topic	  2:	  Reading	  comprehension	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In	  the	  second	  topic	  of	  the	  course,	  we	  focus	  specifically	  on	  processes	  of	  reading	  comprehension.	  During	  these	  weeks,	  please	  consider	  and	  discuss	  questions	  in	  Table	  8	  below:	  1.	  What	  factors	  –	  individual,	  contextual,	  and	  instructional	  –	  are	  important	  for	  understanding	  students’	  reading	  comprehension?	  	  2.	  Based	  on	  these	  factors,	  what	  are	  some	  strategies	  for	  supporting	  all	  students’	  comprehension	  and	  learning?	  	  3.	  Think	  back	  to	  your	  discussions	  about	  the	  uniqueness	  and	  challenges	  of	  reading	  in	  your	  content	  area.	  What	  does	  it	  mean	  to	  comprehend	  a	  text	  in	  your	  content	  area?	  What	  implications	  might	  such	  a	  notion	  of	  disciplinary	  comprehension,	  in	  combination	  with	  what	  we	  know	  about	  reading	  comprehension	  generally,	  have	  for	  teaching	  and	  learning	  in	  your	  classrooms?	  Table	  8:	  Discussion	  Questions	  for	  CI	  5452	  Topic	  2	  	  	   As	  I	  did	  with	  the	  dialog	  journal	  dataset,	  I	  analyzed	  the	  group	  discussion	  dataset	  to	  identify	  and	  define	  indigenous	  categories	  by	  looking	  for	  patterns,	  categories,	  or	  themes	  in	  the	  candidate’s	  postings	  and	  responses	  to	  instructor	  postings..	  	  One	  typology	  I	  generated	  in	  the	  analysis	  was	  that	  of	  course	  learning	  materials.	  	  Candidates	  wrote	  of	  a	  variety	  of	  learning	  materials,	  some	  of	  which	  were	  research,	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ideas	  already	  provided	  and	  organized	  when	  presented	  to	  students;	  and	  some	  were	  gleaned	  from	  personal	  teaching	  experience	  or	  the	  teaching	  experience	  of	  colleagues.	  	  	   As	  with	  the	  dialog	  journal	  data,	  I	  widened	  the	  validated	  indigenous	  categories	  and	  typologies	  generated	  from	  my	  analysis	  of	  the	  group	  discussions	  with	  analysis	  of	  the	  broader	  set	  of	  data,	  including	  the	  dialog	  journals,	  	  candidate	  interviews,	  and	  the	  post-­‐course	  surveys.	  	  I	  did	  not	  revisit	  the	  research	  questions	  guiding	  my	  study	  until	  after	  I	  had	  determined	  indigenous	  categories	  and	  typologies.	  	  	  	  
	   Final	  Analysis	  Steps.	  In	  my	  final	  overall	  analysis	  process	  I	  arranged	  my	  findings	  in	  various	  graphic	  representations	  in	  order	  to	  further	  explore	  patterns	  of	  comparison,	  causes	  or	  correlation,	  consequence,	  and	  relationships.	  	  His	  also	  allowed	  me	  to	  triangulate	  emerging	  findings	  across	  individual	  datasets,	  program	  area	  datasets,	  and,	  eventually,	  across	  all	  data	  sources	  to	  ensure	  that	  the	  findings	  were	  coherent	  and	  consistent.	  	  From	  this	  iterative	  and	  recursive	  process	  I	  developed	  initial	  findings	  statements.	  	  I	  critiqued	  these	  findings	  for	  substantive	  significance,	  that	  is,	  I	  applied	  four	  strategies	  of	  qualitative	  analysis	  suggested	  by	  Patton	  (	  2002).	  I	  queried	  the	  findings	  in	  research	  memos	  and	  during	  times	  of	  reflection	  to	  determine	  whether	  the	  findings	  increased	  or	  deepened	  understanding	  of	  CARI.	  I	  compared	  the	  findings	  with	  the	  results	  of	  my	  search	  of	  the	  literature	  as	  presented	  in	  Chapter	  2.	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Last,	  in	  keeping	  with	  Deweyan	  pragmatism	  as	  well	  as	  Patton’s	  research,	  I	  queried	  the	  findings	  to	  determine	  to	  what	  extend	  they	  were	  useful	  to	  CARI	  educators.	  In	  the	  next	  chapter	  I	  will	  present	  the	  findings	  from	  my	  various	  analyses	  processes	  and	  evidence	  from	  the	  data	  that	  support	  my	  propositions.	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Chapter	  Four:	  Interpretation	  of	  Analysis	  
	  
Interpretation	  	   The	  sections	  of	  Chapter	  4	  discuss	  interpretation	  of	  data	  analysis,	  directly	  linked	  to	  each	  of	  the	  three	  research	  questions.	  For	  each	  research	  question,	  I	  describe	  qualitative	  interpretations	  from	  analysis	  of	  data	  gathered	  by	  particular	  data	  instruments	  that	  address	  the	  question.	  I	  organize	  these	  interpretations	  in	  findings	  of	  interest	  and	  possible	  revisions	  using	  categories	  described	  by	  Erickson	  (Erickson,	  1986)and	  discussed	  in	  Chapter	  3.	  Each	  of	  these	  categories	  includes	  unfolding	  patterns,	  patterns	  illustrated	  by	  detail,	  local	  meanings	  for	  participants	  and	  groups,	  comparative	  understandings	  of	  the	  online	  environment,	  and	  knowledge	  beyond	  the	  study	  itself	  (Erickson,	  1986).	  Then	  I	  detail	  salient	  interpretations	  from	  analyses	  of	  particular	  datasets.	  Finally,	  I	  offer	  a	  brief	  synthesis	  of	  interpretations	  across	  research	  questions.	  	  
Research	  question	  1	  	   Research	  question	  1	  asked,	  “What	  are	  the	  dispositions	  and	  knowledges	  of	  secondary	  school	  content	  area	  PTs	  regarding	  content	  area	  reading	  instruction	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(CARI)	  before	  participation	  in	  Reading	  in	  the	  Content	  Area	  for	  Initial	  Licensure	  Candidates,	  a	  course	  on	  CARI?”	  Analysis	  of	  	  pre-­‐course	  survey	  in	  the	  aggregate	  and	  results	  by	  program	  agree	  groups	  was	  carried	  out	  to	  determine	  and	  answer	  to	  this	  question.	  A	  total	  of	  219	  PTs	  were	  surveyed	  for	  these	  results	  over	  the	  year-­‐round	  school	  years	  2009	  and	  2010.	  
	   Appendix J displays the results of the analysis for pre-course survey items 
pertaining to CARI dispositions  of PTs from all content area programs. PT pre-course 
responses were consonant with research presented in the online course for 8 of the 13 
pre-course survey items that related to CARI dispositions. That is, for 8 of the survey 
items, more than 80% of PT responses indicated dispositions about CARI similar to the 
dispositions of successful CARI educators.  These CARI disposition responses may be 
described by four general themes: the importance of clear modeling of disciplinary 
reading skills (items 20, 27, and 30), the value of discussion to activate background 
knowledge before reading (item 15), the value of providing multiple opportunities to read 
a variety of texts (items 21 and 28), the importance of instruction that addresses varying 
student abilities and skills (items 22, and 32). For three of the pre-course survey items 
pertaining to CARI dispositions, PT responses were not consonant with research 
addressed by Reading in the Content Areas for Initial Licensure Candidates. Course 
instructors disagreed with item 16, “When	  students	  summarize	  a	  text,	  they	  should	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usually	  restate	  what	  the	  text	  says,”	  commenting	  that	  summarizing is the act of 
determining the gist of a text, not simply restating the content.  Only 49% of PTs 
responses were consonant with CI 5452 research for item 16.  Another item on with PT 
responses were not consonant with instructor responses was item 34, “Teachers	  should	  generally	  spend	  more	  time	  working	  with	  less	  proficient	  readers	  than	  with	  more	  proficient	  readers.”	  CI	  5452	  presents	  the	  research-­‐based	  strategy	  of	  addressing	  individual	  student	  needs	  for	  reading	  education	  equitably.	  
 Regarding the issue of clear modeling of disciplinary skills, PT responses on one 
survey item indicated a lack of background knowledge. For item 10, “Teachers	  should	  normally	  provide	  instruction	  aimed	  at	  developing	  all	  components	  of	  the	  reading	  process,”	  only 15% of PTs gave responses consonant with those of CI 5452/EDHD 5008 
instructors. Research presented to PTs later in the online course showed that a targeted 
presentation, focused on student need for component skills, was most effective and 
efficient.    	  
 
	   CARI	  dispositions	  in	  consonance	  with	  CI	  5452.	  	   Among	  the	  responses	  most	  consonant	  with	  CI	  5452	  research	  presented	  during	  the	  course,	  three	  themes	  emerged	  in	  the	  pre-­‐course	  surveys.	  First,	  when	  they	  arrived	  in	  CI	  5452	  PTs	  seemed	  to	  understand	  that	  opportunities	  for	  students	  in	  their	  classes	  to	  read	  a	  variety	  of	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texts	  might	  enhance	  reading	  comprehension	  skills	  Evidence	  for	  this	  can	  be	  seen	  in	  the	  data	  in	  Table	  8,	  Item	  21	  and	  Table	  9,	  Item	  28	  below).	  It	  is	  perhaps	  not	  surprising	  that	  while	  all	  PT	  responses	  reflected	  valuing	  of	  multiple	  texts	  for	  learning,	  physical	  education	  PTs,	  who	  have	  commented	  on	  the	  need	  for	  the	  physical	  practice	  of	  sports	  and	  exercise	  in	  their	  classes,	  should	  show	  less	  frequent	  positive	  response.	  
 
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   94	  
Art	  education	   21	   100	  
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Business	  and	  marketing	  
education	  (BME)	  
16	   91	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   90	  
Mathematics	  education	   28	   93	  
Music	  education	   34	   100	  
Physical	  education	   16	   88	  
Second	  languages	  and	  cultures	   20	   95	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education	  (SLC)	  
Science	  education	   24	   96	  
Social	  studies	  education	   19	   95	  Total	  participant	  count	   219	   	  Table	  9:	  Item	  21	  "Students	  should	  receive	  many	  opportunities	  to	  read"	  
	  
Content	  Area	  Program	   Pre-­‐course	  Survey	  Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   100	  
Art	  education	   21	   100	  
Business	  and	  marketing	  
education	  (BME)	  
16	   100	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   100	  
Mathematics	  education	   28	   100	  
Music	  education	   34	   100	  
Physical	  education	   16	   94	  
Second	  languages	  and	  cultures	  
education	  (SLC)	  
20	   100	  
Science	  education	   24	   100	  
Social	  studies	  education	   19	   100	  Total	  participant	  count	   219	   	  Table	  10:	  Item	  28	  "Reading	  opportunities	  should	  be	  create	  in	  content	  areas"	  	  	   Second,	  PT	  responses	  indicated	  positive	  dispositions	  toward	  the	  idea	  of	  the	  efficacy	  of	  adult	  modeling	  of	  reading	  comprehension	  strategies	  as	  seen	  in	  Table	  11,	  Item	  27	  below.	  Frequency	  of	  agreement	  with	  CI	  5452	  on	  item	  27	  was	  high,	  however,	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like	  item	  33	  described	  in	  the	  previous	  section	  of	  this	  chapter,	  adult	  modeling	  of	  skills	  was	  again	  rated	  lower	  by	  the	  SLC	  PTs,	  possibly	  because,	  as	  noted	  before,	  SLC	  PTs	  may	  concentrate	  learning	  time	  and	  activities	  on	  the	  individual’s	  acquisition	  of	  the	  language	  to	  be	  learned.	  	  
 
Content	  Area	  Program	   Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   94	  
Art	  education	   21	   95	  
Business	  and	  marketing	  
education	  (BME)	  
16	   100	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   90	  
Mathematics	  education	   28	   93	  
Music	  education	   34	   99	  
Physical	  education	   16	   99	  
Second	  languages	  and	  cultures	  
education	  (SLC)	  
20	   89	  
Science	  education	   24	   96	  
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Social	  studies	  education	   19	   95	  Total	  participant	  count	   219	   	  Table	  11:	  Item	  27	  "Teachers	  should	  model	  how	  to	  learn	  from	  text	  material"	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   And	  third,	  pre-­‐course	  PT	  responses	  indicated	  knowledge	  of	  the	  necessity	  of	  clear	  reading	  instruction	  in	  the	  content	  area	  as	  seen	  in	  Item	  32,	  	  "It	  is	  important	  for	  content	  teachers	  to	  provide	  clear,	  precise	  presentations	  during	  skill	  instruction."	  	   	  	   CARI	  dispositions	  in	  consonance	  with	  CI	  5452.	  Less	  frequent	  agreement	  with	  CARI	  research	  was	  also	  observed	  in	  response	  to	  items	  pertaining	  to	  summarizing	  and	  textual	  interpretation.	  See	  Table	  12,	  item	  16	  (“When	  students	  summarize	  a	  text,	  they	  should	  usually	  restate	  what	  the	  text	  says.”)	  and	  Table	  13,	  Item	  13	  below	  (“Teachers	  should	  normally	  expect	  and	  encourage	  students	  to	  have	  different	  interpretations	  of	  a	  text,"	  to	  which	  course	  instructors	  disagreed).	  One	  possible	  exception	  to	  this	  trend	  is	  with	  social	  studies	  PTs.	  Almost	  three-­‐quarters	  (70%)	  of	  social	  studies	  PT	  responses	  were	  consonant	  with	  CARI	  research	  on	  this	  item.	  Research	  in	  social	  studies	  methodology	  suggests	  this	  may	  be	  due	  to	  the	  need	  to	  summarize	  history	  readings	  in	  the	  discipline(Wineburg	  &	  Martin,	  2004).	  
 
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   49	  
Art	  education	   21	   56	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Business	  and	  marketing	  
education	  (BME)	   16	   56	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   40	  
Mathematics	  education	   28	   47	  
Music	  education	   34	   46	  
Physical	  education	   16	   45	  
Second	  languages	  and	  cultures	  
education	  (SLC)	  
20	   54	  
Science	  education	   24	   42	  
Social	  studies	  education	   19	   70	  Total	  participant	  count	   219	   	  Table	  12:	  Item	  16	  "When	  students	  summarize	  they	  should	  recreate	  what	  the	  text	  says"	  	  
Content	  Area	  Program	   Pre-­‐course	  Survey	  Participants	  
%	  of	  PTs	  
consona
nt	  with	  
CARI	  
Agriculture	  education	   31	   0	  
Art	  education	   21	   0	  
Business	  and	  marketing	  education	  
(BME)	  
16	   6	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   0	  
Mathematics	  education	   28	   7	  
Music	  education	   34	   3	  
Physical	  education	   16	   13	  
Second	  languages	  and	  cultures	  
education	  (SLC)	  
20	   5	  
Science	  education	   24	   21	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Content	  Area	  Program	   Pre-­‐course	  Survey	  Participants	  
%	  of	  PTs	  
consona
nt	  with	  
CARI	  
Social	  studies	  education	   19	   0	  Total	  participant	  count	   219	   	  Table	  13:	  Item	  13,	  "	  Teachers	  should	  expect	  and	  encourage	  students'	  different	  interpretations	  of	  text."	  	  	   The	  data	  in	  this	  figure	  are	  striking	  and	  seem	  to	  suggest	  that	  fewer	  than	  20	  percent	  of	  most	  content	  area	  groups’	  PTs	  valued	  different	  interpretations	  of	  text.	  As	  discussed	  by	  Moje	  and	  others	  in	  disciplinary	  literacy	  research	  presented	  in	  Chapter	  2,	  and	  as	  seen	  later	  in	  this	  chapter	  in	  analysis	  of	  dialog	  journals,	  group	  discussions,	  and	  end-­‐of-­‐course	  surveys,	  there	  is	  a	  need	  for	  PTs	  to	  be	  aware	  of	  and	  be	  able	  to	  teach	  their	  discipline’s	  criteria	  for	  textual	  interpretation.	  Each	  discipline	  has	  its	  own	  learning	  objectives,	  its	  own	  writing	  style,	  and	  its	  own	  resulting	  criteria	  for	  textual	  interpretation.	  	   An	  overview	  of	  the	  findings	  indicate	  that	  PT	  responses	  across	  all	  content	  areas	  aligned	  most	  frequently	  with	  responses	  congruent	  with	  an	  interactive	  reading	  process,	  that	  is,	  that	  PT	  responses	  reflected	  a	  conceptualization	  of	  reading	  as	  an	  interactive	  process	  that	  involves	  reader	  and	  text.	  However,	  PT	  responses	  did	  not	  indicate	  consistently	  that	  PTs	  conceptualized	  reading	  as	  an	  interactive	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compensatory	  process	  as	  described	  by	  Stanovich,	  a	  process	  in	  which	  lack	  of	  proficiency	  with	  one	  component	  of	  the	  reading	  process	  may	  be	  compensated	  for	  by	  reliance	  on	  other	  components	  so	  that	  comprehension	  is	  achieved	  (Stanovich,	  1984).	  The	  majority	  of	  PTs	  (94%)	  agreed	  or	  somewhat	  agreed	  that	  students	  weak	  in	  one	  component	  of	  the	  reading	  process	  could	  still	  comprehend	  a	  text,	  yet	  nearly	  half	  of	  PTs	  (41%)	  disagreed	  or	  somewhat	  disagreed	  that	  readers	  who	  are	  weak	  at	  word-­‐recognition	  skills	  can	  compensate	  with	  other	  components	  of	  the	  reading	  process.	  	  	   PT	  responses	  across	  all	  content	  areas	  also	  aligned	  with	  responses	  congruent	  with	  responses	  of	  CARI	  educators.	  This	  indicated	  that	  PTs	  likely	  arrived	  in	  CI	  5452	  with	  some	  prior	  knowledge	  of	  CARI.	  Pre-­‐course	  responses	  were	  consonant	  with	  research	  presented	  in	  the	  online	  course	  for	  seven	  of	  the	  17	  pre-­‐course	  survey	  items	  that	  related	  to	  CARI	  knowledge.	  That	  is,	  for	  seven	  of	  the	  survey	  items,	  more	  than	  80%	  of	  PT	  answers	  suggest	  PT	  arrived	  in	  CI	  5452	  with	  knowledges	  about	  CARI	  that	  were	  in	  line	  with	  CARI	  research.	  	  Pre-­‐course	  survey	  items	  that	  reflect	  this	  consonance	  with	  CARI	  research	  may	  be	  described	  with	  five	  general	  themes:	  	  activating	  background	  knowledge	  enhances	  comprehension	  of	  text	  (items	  6,	  and	  8),	  text	  may	  be	  interpreted	  in	  a	  variety	  of	  ways	  (item	  9),	  	  reading	  is	  one	  of	  several	  learning	  processes/modes	  (item	  23),	  opportunities	  to	  read	  a	  variety	  of	  texts	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improves	  instruction	  (items	  26	  and	  29),	  and	  adult	  modeling	  of	  reading	  strategies	  improves	  adolescent	  reading	  comprehension	  (item	  33).	  	   Areas	  of	  CARI	  knowledge	  not	  indicated	  by	  PT	  responses	  include	  the	  disciplinary	  nature	  of	  textual	  interpretation,	  that	  is,	  the	  knowledge	  that	  a	  given	  text	  may	  be	  interpreted	  appropriately	  in	  a	  variety	  of	  ways	  depending	  on	  the	  reading	  purpose	  established	  by	  the	  discipline	  area	  for	  which	  the	  text	  is	  being	  read	  (Moje,	  2007;	  Moje,	  Stockdill,	  Kim,	  &	  Kim,	  2011).	  PT	  responses	  also	  were	  incongruent	  with	  CARI	  knowledge	  in	  terms	  of	  differentiation	  of	  instructional	  time	  and	  teacher	  interaction	  among	  adolescents	  of	  higher	  and	  lower	  reading	  skills.	  PT	  responses	  did	  not	  show	  broad	  agreement	  among	  PTs	  that	  effective	  teachers	  distribute	  instructional	  time	  and	  teacher	  interaction	  equitably	  across	  adolescents	  of	  all	  reading	  skills	  (Taylor	  &	  Ysseldyke,	  2007;	  Pressley,	  2006).	  See	  Appendix	  I	  for	  aggregate	  data	  from	  the	  pre-­‐course	  survey.	  	   	  The	  online	  course	  was	  not	  designed	  to	  provide	  PTs	  with	  depth	  of	  research	  on	  models	  of	  reading	  to	  enable	  them	  to	  answer	  pre-­‐course	  survey	  item	  17,	  “Expectations	  about	  a	  text	  topic	  are	  often	  as	  important	  as	  accurate	  recognition	  of	  words	  during	  the	  reading	  process;”	  or	  pre-­‐course	  survey	  item.	  These	  are	  marked	  “n/a”	  or	  not	  applicable	  in	  Appendix	  I.	  Two	  other	  items	  are	  also	  marked	  “n/a,”	  the	  pre-­‐course	  survey	  items	  25,	  “Students	  should	  be	  tested	  frequently	  to	  determine	  if	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they	  have	  mastered	  what	  was	  taught	  by	  teachers,”	  and	  “Much	  of	  what	  is	  learned	  in	  the	  content	  areas	  can	  be	  attributed	  to	  what	  is	  taught	  by	  the	  teacher.”	  Instructors	  of	  the	  online	  course	  determined	  that	  these	  two	  items	  were	  not	  constructed	  with	  terms	  and	  concepts	  used	  in	  the	  online	  course,	  so	  there	  was	  no	  need	  to	  gather	  pre-­‐or	  post	  course	  survey	  data	  about	  these	  topics.	  	  	  	  
	   CARI	  prior	  knowledge	  in	  consonance	  with	  CI	  5452.	  One	  contribution	  this	  study	  makes	  to	  the	  literature	  is	  offering	  descriptions	  of	  CARI	  knowledge	  held	  by	  PTs	  from	  different	  content	  area	  programs.	  In	  this	  section,	  I	  describe	  pre-­‐course	  survey	  data	  designed	  to	  answer	  research	  question	  1,	  “What	  are	  the	  dispositions	  and	  knowledges	  of	  secondary	  school	  content	  area	  PTs	  regarding	  content	  area	  reading	  instruction	  (CARI)	  before	  participation	  in	  Reading	  in	  the	  Content	  Area	  for	  Initial	  
Licensure	  Candidates	  and	  do	  so	  with	  a	  focus	  on	  content	  area	  program	  PT	  responses	  by	  survey	  item.	  Across	  all	  content	  area	  programs,	  PT	  responses	  indicated	  most	  PTs	  (80%	  or	  more	  frequency	  of	  response)	  arrived	  in	  the	  course	  with	  prior	  knowledge	  consonant	  with	  CARI	  for	  eight	  of	  the	  14	  pre-­‐course	  survey	  items	  that	  related	  to	  CARI	  knowledge.	  There	  was	  little	  variation	  of	  frequency	  of	  response	  to	  these	  items	  across	  content	  area	  groups.	  	  Table	  14	  through	  Table	  20	  below	  display	  the	  frequency	  of	  PT	  responses	  by	  content	  area	  program	  for	  these	  eight	  items.	  These	  include	  CARI	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principles	  such	  as	  background	  knowledge	  is	  important	  for	  comprehension,	  texts	  may	  be	  interpreted	  in	  a	  variety	  of	  ways,	  some	  adolescent	  learn	  best	  through	  reading	  widely	  and	  others	  by	  direct	  instruction,	  and	  adult	  modeling	  enhances	  skill	  learning.	  	  Content	  areas	  with	  less	  frequent	  responses	  to	  these	  items	  include	  agriculture,	  music,	  physical	  education,	  and	  SLC.	  Possible	  reasons	  for	  these	  less	  frequent	  responses	  are	  offered	  below.	  
 
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participant	  Count	  
%	  of	  PTs	  consonant	  
with	  CARI	  
Agriculture	  education	   31	   94	  
Art	  education	   21	   100	  
Business	  and	  marketing	  
education	  (BME)	  
16	   94	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   80	  
Mathematics	  education	   28	   96	  
Music	  education	   34	   100	  
Physical	  education	   16	   	  100	  
Second	  languages	  and	  cultures	  
education	  (SLC)	  
20	   90	  
Science	  education	   24	   79	  
Social	  studies	  education	   19	   75	  Total	  participant	  count	   219	   	  Table	  14:	  Item	  6,	  "Students'	  background	  and	  experience	  play	  a	  major	  role	  in	  comprehension	  of	  text."	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Content	  Area	  Program	   Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   87	  
Art	  education	   21	   95	  
Business	  and	  marketing	  
education	  (BME)	  
16	   94	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   90	  
Mathematics	  education	   28	   89	  
Music	  education	   34	   88	  
Physical	  education	   16	   69	  
Second	  languages	  and	  cultures	  
education	  (SLC)	  
20	   95	  
Science	  education	   24	   92	  
Social	  studies	  education	   19	   95	  Total	  participant	  count	   219	   	  	  Table	  15:	  Item	  8,	  Before	  students	  read	  a	  text,	  it	  is	  often	  useful	  fo	  rthem	  to	  discuss	  experiences	  involving	  the	  topic	  being	  studied."	  	  	   In	  Table	  15	  above,	  the	  PTs	  in	  physical	  education	  response	  frequency	  was	  lower	  than	  that	  of	  their	  peers	  from	  other	  content	  areas,	  perhaps	  because,	  as	  PTs	  in	  several	  semesters	  of	  CI	  5452	  have	  shared,	  physical	  education	  PTs	  believed	  their	  future	  students	  would	  not	  be	  interacting	  much	  with	  texts,	  or	  that	  the	  experience	  of	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activity	  in	  PE	  might	  be	  a	  better	  springboard	  to	  learning	  a	  concept	  vs.	  beginning	  with	  reading	  a	  text.	  	  	  
 
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   94	  
Art	  education	   21	   100	  
Business	  and	  marketing	  
education	  (BME)	  
16	   100	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   90	  
Mathematics	  education	   28	   100	  
Music	  education	   34	   88	  
Physical	  education	   16	   94	  
Second	  languages	  and	  cultures	  
education	  (SLC)	  
20	   95	  
Science	  education	   24	   92	  
Social	  studies	  education	   19	   95	  Total	  participant	  count	   219	   	  	  Table	  16:	  Item	  18,	  "Readers	  use	  a	  variety	  of	  strategies	  as	  they	  read	  a	  text."	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   Table	  16	  above	  shows	  that	  this	  item	  was	  not	  responded	  to	  as	  consonant	  with	  CARI	  research	  by	  music	  PTs	  as	  it	  was	  by	  PTs	  from	  other	  content	  areas.	  As	  seen	  very	  clearly	  later	  in	  the	  analysis	  of	  dialog	  journals	  and	  group	  discussions	  from	  spring	  of	  2011,	  music	  PTs	  are	  strongly	  committed	  to	  instrumental	  practice	  to	  improve	  music	  performance.	  Music	  PTs	  are	  been	  introduced	  to	  reading	  comprehension	  skill	  instruction	  in	  methodology	  courses	  or	  in	  their	  own	  classroom	  experience.	  This	  may	  account	  for	  the	  relatively	  lower	  frequency	  of	  response.	  
 
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   87	  
Art	  education	   21	   95	  
Business	  and	  marketing	  
education	  (BME)	  
16	   94	  
Family	  and	  consumer	  
science	  education	  (FACS)	  
10	   90	  
Mathematics	  education	   28	   96	  
Music	  education	   34	   100	  
Physical	  education	   16	   100	  
Second	  languages	  and	  
cultures	  education	  (SLC)	   20	   84	  
Science	  education	   24	   96	  
Social	  studies	  education	   19	   95	  Total	  participant	  count	   219	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Table	  17:	  Item	  26,	  "	  Some	  students	  learn	  best	  by	  reading	  widely	  and	  often;	  others	  through	  direct	  instruction."	  	  	   Table	  17	  above	  shows	  that	  agriculture	  education	  PTs	  and	  SLC	  PTs	  responded	  with	  less	  frequent	  consonance	  to	  CARI	  research	  for	  item	  26.	  Later	  analysis	  of	  group	  discussions,	  individual	  dialog	  journals,	  and	  communication	  with	  PTs	  from	  these	  content	  areas	  indicate	  this	  may	  be	  due	  to	  components	  of	  disciplinary	  instruction	  in	  the	  two	  content	  areas.	  Agriculture	  PTs	  indicated	  that	  their	  own	  classroom	  experience	  and	  their	  methodology	  courses	  focused	  on	  direct	  instruction	  or	  hands-­‐on,	  inquiry-­‐based	  learning	  rather	  than	  reading.	  Thus	  their	  perspectives	  on	  adolescent	  learning	  are	  less	  reading-­‐based.	  Several	  SLC	  PTs	  indicated	  that	  in	  many	  of	  the	  course	  they	  teach,	  the	  adolescents	  are	  working	  with	  emergent	  or	  elementary	  reading	  skills,	  so	  class	  readings	  do	  not	  often	  cover	  a	  range	  of	  genres	  or	  texts.	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Content	  Area	  Program	   Pre-­‐course	  Survey	  Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   94	  
Art	  education	   21	   95	  
Business	  and	  marketing	  
education	  (BME)	   16	   100	  
Family	  and	  consumer	  science	  
education	  (FACS)	   10	   90	  
Mathematics	  education	   28	   93	  
Music	  education	   34	   99	  
Physical	  education	   16	   99	  
Second	  languages	  and	  cultures	  
education	  (SLC)	   20	   89	  
Science	  education	   24	   96	  
Social	  studies	  education	   19	   95	  Total	  participant	  count	   219	   	  	  Table	  18:	  Item	  29,	  "Not	  all	  poor	  readers	  benefit	  from	  more	  direct	  and	  structured	  learning	  experiences."”	  	   As	  with	  other	  survey	  items	  80%	  or	  more	  of	  PT	  responses	  indicate	  they	  resonated	  with	  CARI	  research	  on	  this	  survey	  item.	  As	  seen	  in	  Table	  18	  above,	  SLC	  PTs	  agreed	  less	  frequently	  than	  PTs	  in	  other	  content	  areas	  that	  adolescent	  learning	  can	  be	  best	  accomplished	  through	  reading	  widely	  .	  As	  with	  the	  idea	  of	  reading	  widely,	  lower	  frequency	  of	  PT	  response	  may	  be	  because	  SLC	  PTs	  believe	  their	  classes	  focus	  on	  beginning	  and	  elementary	  language	  skills,	  necessitating,	  said	  some	  SLC	  PTs,	  more	  direct	  instruction.	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Content	  Area	  
Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  consonant	  
with	  CARI	  
Agriculture	  
education	   31	   87	  
Art	  education	   21	   100	  
Business	  and	  
marketing	  
education	  (BME)	  
16	   94	  
Family	  and	  
consumer	  science	  
education	  (FACS)	  
10	   90	  
Mathematics	  
education	   28	   100	  
Music	  education	   34	   94	  
Physical	  education	   16	   100	  
Second	  languages	  
and	  cultures	  
education	  (SLC)	  
20	   84	  
Science	  education	   24	   96	  
Social	  studies	  
education	   19	   95	  Total	  participant	  count	   219	    Table	  19:	  Item	  33,	  "Students	  can	  acquire	  a	  great	  deal	  of	  knowledge	  about	  learning	  to	  learn	  thorugh	  adult	  models."	  	  	   A	  fourth	  theme	  of	  consonance	  with	  the	  ideas	  that	  were	  to	  be	  presented	  in	  CI	  5452	  is	  that	  adult	  modeling	  of	  reading	  strategies	  improves	  adolescent	  reading	  comprehension	  (item	  33	  in	  Table	  19	  above).	  	  PTs	  from	  all	  content	  area	  PTs	  responded	  in	  consonance	  with	  CARI	  research	  except	  for	  those	  in	  agriculture,	  music,	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and	  SLC.	  	  This	  may	  be	  because	  future	  teachers	  from	  those	  three	  content	  areas	  believe	  that	  students	  need	  to	  practice	  disciplinary	  skills	  and	  use	  disciplinary	  knowledge	  in	  order	  to	  learn.	  That	  is,	  agriculture,	  music,	  and	  SLC	  adolescents	  believe	  their	  content	  area	  skill	  practice	  rather	  than	  adult	  modeling.	  	  	    
Content	  Area	  Program	   Pre-­‐course	  Survey	  Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   74	  
Art	  education	   21	   91	  
Business	  and	  marketing	  
education	  (BME)	   16	   81	  
Family	  and	  consumer	  science	  
education	  (FACS)	   10	   80	  
Mathematics	  education	   28	   75	  
Music	  education	   34	   82	  
Physical	  education	   16	   88	  
Second	  languages	  and	  cultures	  
education	  (SLC)	   20	   95	  
Science	  education	   24	   71	  
Social	  studies	  education	   19	   85	  Total	  participant	  count	   219	   	  	  Table	  20:	  "Item	  9,	  "There	  is	  usually	  only	  one	  acceptable	  answer	  to	  a	  questions	  from	  a	  text."	  	   Frequency	  of	  response	  for	  Item	  9	  (Table	  20	  above)	  was	  consonant	  with	  CARI	  research	  and	  fairly	  consistent	  across	  content	  areas	  with	  the	  exception	  of	  agriculture	  education,	  mathematics	  education,	  and	  science	  education.	  This	  relative	  lack	  of	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consonance	  of	  response	  with	  CARI	  research	  reflects	  the	  nature	  of	  disciplinary	  knowledge	  in	  those	  content	  areas.	  Methodology	  courses	  in	  these	  content	  areas	  have	  often	  focused	  on	  logical	  and	  empirical	  inquiry	  in	  agriculture,	  mathematics,	  and	  science,	  and	  the	  application	  of	  a	  single,	  shared	  interpretation	  of	  what	  is	  written	  (Leinhardt	  &	  Smith,	  1984;	  Moje,	  Sutherland,	  Cleveland,	  &	  Heitzman,	  2010;	  Yore,	  Pimm,	  &	  Tuan,	  2007).	  
 
Content	  Area	  Program	   Pre-­‐course	  Survey	  Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   84	  
Art	  education	   21	   76	  
Business	  and	  marketing	  
education	  (BME)	   16	   100	  
Family	  and	  consumer	  science	  
education	  (FACS)	   10	   70	  
Mathematics	  education	   28	   82	  
Music	  education	   34	   91	  
Physical	  education	   16	   82	  
Second	  languages	  and	  cultures	  
education	  (SLC)	   20	   84	  
Science	  education	   24	   96	  
Social	  studies	  education	   19	   90	  Total	  participant	  count	   219	   	  	  Table	  21:	  Item	  23,	  "Reading,	  writing,	  speaking,	  ad	  listening	  are	  closely	  related	  learning	  processes.".”	  	   Frequency	  of	  response	  consonant	  with	  CARI	  research	  for	  item	  23	  (Table	  21	  above)	  was	  lower	  for	  art	  PTs	  and	  FACS	  PTs.	  Analysis	  of	  dialog	  journals	  and	  group	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discussions	  indicate	  these	  PTs	  may	  not	  have	  embraced	  the	  integrated	  nature	  of	  literacy	  due	  to	  the	  way	  PTs	  themselves	  experienced	  learning	  in	  their	  content	  area,	  or	  to	  the	  pedagogy	  they	  have	  perceived	  to	  have	  been	  modeled.	  	  
 
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   74	  
Art	  education	   21	   72	  
Business	  and	  marketing	  
education	  (BME)	  
16	   75	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   70	  
Mathematics	  education	   28	   82	  
Music	  education	   34	   79	  
Physical	  education	   16	   75	  
Second	  languages	  and	  cultures	  
education	  (SLC)	   20	   84	  
Science	  education	   24	   92	  
Social	  studies	  education	   19	   90	  Total	  participant	  count	   219	   	  	  Table	  22:	  Item	  17,	  "	  Expectations	  about	  a	  text	  topic	  are	  often	  as	  important	  as	  accurate	  recognition	  of	  words	  during	  the	  reading	  process."	  	  	   Item	  17	  	  (Table	  22	  above)	  response	  frequencies	  of	  consonance	  with	  CARI	  research	  from	  PTs	  in	  all	  content	  area	  were	  less	  frequent	  than	  frequencies	  of	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response	  on	  other	  survey	  items,	  perhaps	  reflecting	  a	  less	  complete	  distribution	  of	  prior	  knowledge	  	  about	  expectations	  and	  reading	  comprehension	  across	  content	  areas.	  In	  particular,	  nearly	  one-­‐third	  of	  agriculture,	  art,	  BME,	  FACS,	  and	  physical	  education	  content	  are	  responses	  indicated	  PTs	  did	  not	  yet	  know	  that	  the	  ability	  to	  predict	  upcoming	  information	  in	  texts	  enhances	  comprehension.	  Instruction	  on	  this	  topic,	  then,	  is	  to	  be	  recommended.	  	  	   CARI	  prior	  knowledge	  not	  in	  consonance	  with	  CI	  5452.	  Responses	  from	  content	  area	  PTs	  indicated	  three	  areas	  of	  CARI	  knowledge	  that	  PTs	  did	  not	  have	  when	  they	  arrived	  in	  CI	  5452:	  the	  efficacy	  of	  a	  skill-­‐based	  approach	  to	  instruction,	  the	  location	  of	  meaning	  at	  the	  intersection	  of	  text,	  reader,	  and	  context,	  and,	  as	  mentioned	  before,	  the	  concept	  of	  reading	  as	  an	  interactive	  compensatory	  process.	  See	  Table	  23,	  24	  and	  25	  below.	  	   It	  is	  unclear	  from	  subsequent	  analysis	  of	  dialog	  journals	  and	  group	  discussions	  why	  PTs	  in	  these	  areas	  responded	  negatively	  to	  items	  in	  Tables	  23,	  24,	  and	  25.	  No	  clear	  patterns	  of	  disciplinary	  frequency	  of	  response	  were	  noted	  across	  the	  three	  items,	  and	  subsequent	  analysis	  of	  dialog	  journals	  and	  group	  discussion	  did	  not	  yield	  findings	  to	  support	  the	  construction	  of	  specific,	  pattern-­‐based	  inquiries	  on	  these.	  I	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suggest	  that	  further	  research	  into	  disciplinary	  literacy	  and	  disciplinary	  pedagogy	  may	  yield	  insights	  here.	  
Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  consonant	  
with	  CARI	  
Agriculture	  education	   31	   10	  
Art	  education	   21	   10	  
Business	  and	  marketing	  
education	  (BME)	  
16	   0	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   20	  
Mathematics	  education	   28	   29	  
Music	  education	   34	   0	  
Physical	  education	   16	   19	  
Second	  languages	  and	  
cultures	  education	  (SLC)	  
20	   32	  
Science	  education	   24	   0	  
Social	  studies	  education	   19	   25	  Total	  participant	  count	   219	   	  	  Table	  23:	  Item	  24,	  "Students	  learn	  content	  best	  when	  the	  material	  is	  broken	  down	  into	  specific	  skills	  to	  be	  taught	  by	  teachers."”	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Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  consonant	  
with	  CARI	  
Agriculture	  education	   31	   7	  
Art	  education	   21	   5	  
Business	  and	  marketing	  
education	  (BME)	  
16	   13	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   10	  
Mathematics	  education	   28	   7	  
Music	  education	   34	   9	  
Physical	  education	   16	   25	  
Second	  languages	  and	  
cultures	  education	  (SLC)	  
20	   0	  
Science	  education	   24	   0	  
Social	  studies	  education	   19	   10	  Total	  participant	  count	   219	   	  	  Table	  24:	  Item	  12,	  "The	  meaning	  of	  a	  text	  is	  usually	  a	  joint	  product	  of	  reader	  knowledge	  and	  tet	  information."	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Content	  Area	  Program	  
Pre-­‐course	  Survey	  
Participants	  
%	  of	  PTs	  
consonant	  with	  
CARI	  
Agriculture	  education	   31	   60	  
Art	  education	   21	   74	  
Business	  and	  marketing	  
education	  (BME)	  
16	   68	  
Family	  and	  consumer	  science	  
education	  (FACS)	  
10	   72	  
Mathematics	  education	   28	   58	  
Music	  education	   34	   56	  
Physical	  education	   16	   68	  
Second	  languages	  and	  
cultures	  education	  (SLC)	   20	   70	  
Science	  education	   24	   66	  
Social	  studies	  education	   19	   72	  Total	  participant	  count	   219	   	  Table	  25:	  Item	  7,	  "Students	  who	  are	  weak	  at	  word	  recognition	  skills	  usually	  cannot	  compensate	  for	  this	  weakness	  with	  other	  components	  of	  the	  reading	  process."	  	  
Research	  Question	  2	  	   Research	  Question	  2	  asked,	  “What	  are	  the	  components	  of	  the	  online	  course	  Reading	  in	  the	  Content	  Area	  for	  Initial	  Licensure	  Candidates	  (CI	  5452),	  and	  how	  were	  they	  designed	  to	  effectively	  prepare	  secondary	  school	  PTs	  in	  CARI?”	  Answers	  to	  this	  question	  were	  garnered	  from	  analysis	  of	  the	  course	  syllabi,	  learning	  activities,	  and	  learning	  materials.	  These	  documents	  and	  artifacts	  were	  examined	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along	  with	  MN	  BOT	  standards	  for	  reading	  education	  as	  well	  as	  MN	  BOT	  standards	  for	  reading	  education	  in	  various	  content	  areas.	  	   Syllabi	  and	  MN	  BOT	  CARI	  standards	  match.	  The	  syllabi	  of	  CI	  5452,	  introduced	  in	  the	  literature	  review	  in	  Chapter	  3,	  are	  designed	  to	  effectively	  prepare	  PTs	  in	  CARI.	  One	  way	  in	  which	  this	  is	  seen	  is	  the	  match	  up	  between	  syllabi	  learning	  materials	  and	  activities	  and	  the	  standards	  required	  by	  the	  state	  of	  Minnesota.	  As	  of	  2010,	  knowledge	  of	  comprehensive	  scientifically	  based	  reading	  instruction	  is	  required	  of	  all	  licensure	  candidates	  in	  the	  state	  of	  Minnesota.	  	  That	  is,	  all	  content	  area	  candidates	  must	  have	  studied	  	  	   ...a	  program	  or	  collection	  of	  instructional	  practices	  that	  is	  based	  on	  valid,	  replicable	  evidence	  showing	  that	  when	  these	  programs	  or	  practices	  are	  used,	  students	  can	  be	  expected	  to	  achieve,	  at	  a	  minimum,	  satisfactory	  reading	  progress.	  The	  program	  or	  collection	  of	  practices	  must	  include,	  at	  a	  minimum,	  effective,	  balanced	  instruction	  in	  all	  five	  areas	  of	  reading:	  phonemic	  awareness,	  phonics,	  fluency,	  vocabulary	  development,	  and	  reading	  comprehension.	  	   Such	  a	  program	  includes	  and	  integrates	  instructional	  strategies	  for	  continuously	  assessing,	  evaluating,	  and	  communicating	  the	  student's	  reading	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
126 
progress	  and	  needs	  in	  order	  to	  design	  and	  implement	  ongoing	  interventions	  so	  that	  students	  of	  all	  ages	  and	  proficiency	  levels	  can	  read	  and	  comprehend	  text	  and	  apply	  higher	  level	  thinking	  skills.	  (Office	  of	  the	  Revisor	  of	  Statutes,	  State	  of	  Minnesota,	  2006)	  	  CI	  5452	  syllabi	  learning	  materials	  and	  activities	  observed	  in	  the	  course	  syllabus	  included:	  readings	  from	  the	  course	  textbook	  	  (Alvermann	  &	  Guthrie,	  1993)	  and	  The	  
Vocabulary	  Book	  (Graves,	  2006)	  as	  well	  as	  CARI	  research	  articles	  such	  as	  “Comprehension	  is	  More	  than	  a	  Strategy”	  (Fisher,	  Frey,	  &	  Ross,	  2009).	  	  Materials	  also	  included	  Media	  Modules,	  minilectures,	  and	  strategy	  modeling.	  Activities	  included	  individual	  PT	  dialog	  journals,	  content	  area	  group	  discussions,	  Module	  quizzes,	  and	  application	  assignments.	  	   All	  content	  area	  teacher	  education	  programs	  in	  Minnesota	  are	  required	  by	  law	  to	  educate	  (Fisher	  et	  al.,	  2009)their	  PTs	  in	  accordance	  with	  the	  definition	  above,	  and	  program	  approval	  by	  the	  Board	  of	  Teaching	  requires	  a	  syllabi	  analysis	  and	  approval	  by	  outside	  reading	  experts	  to	  offer	  a	  program.	  The	  syllabus	  for	  Reading	  in	  the	  Content	  Areas	  for	  Initial	  Licensure	  Candidates	  (Appendix	  X)	  demonstrates	  that	  CI	  5452	  offers	  means	  by	  which	  PTs	  study	  “instructional	  practices…based	  on	  valid,	  replicable	  evidence	  showing	  that	  when	  these	  programs	  or	  practices	  are	  used,	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students	  can	  be	  expected	  to…achieve…satisfactory	  reading	  progress.”	  For	  example,	  balanced	  instruction	  in	  phonemic	  awareness	  is	  addressed	  in	  Topic	  I,	  Module	  I:	  An	  
Overview	  of	  Content	  Reading	  and	  Academic	  Literacy	  Support	  for	  Middle	  and	  
Secondary	  Teachers	  with	  Media	  Module	  I,	  “	  in	  Topic	  II,	  Minilecture,	  “Comprehension	  Processes,”	  and	  Topic	  6,	  Minilecture,	  “Who	  are	  Struggling	  Readers?”	  And	  “instructional	  strategies	  for	  continuously	  assessing	  …The	  student’s	  reading	  progress”	  	  are	  taught	  in	  Topic	  3,	  Module	  IV,	  “Assessing	  Readers	  and	  Texts”	  and	  Minilecture,	  “Designing	  Reading	  Inventories	  for	  Various	  Disciplines.”	  	  In	  addition	  to	  these	  course	  materials,	  CI	  5452	  provided	  course	  activities	  that	  addressed	  MN	  BOT	  requirements	  for	  basic	  reading	  instruction.	  For	  example,	  Topics	  1	  3,	  and	  4	  addressed	  the	  five	  components	  of	  reading	  (phonemic	  awareness,	  phonics,	  fluency,	  vocabulary	  and	  comprehension.	  Please	  consult	  Appendix	  F	  for	  Media	  and	  Topics.	  	   As	  seen	  in	  the	  last	  example,	  in	  addition	  to	  this	  evidence	  for	  providing	  instruction	  that	  meets	  state	  standards	  for	  basic	  reading	  instruction,	  I	  noted	  that	  CI	  5452	  provided	  research-­‐based	  instruction	  in	  disciplinary	  literacy	  instruction,	  furthering	  PTs’	  experience	  of	  CARI	  with	  insights	  and	  strategies	  about	  discipline-­‐specific	  literacy	  instruction	  while	  also	  matching	  up	  with	  Minnesota	  Board	  of	  Teaching	  requirements	  for	  individual	  content	  areas.	  For	  example,	  Minnesota	  Administrative	  Rule	  8710.	  4750	  for	  Teachers	  of	  Science	  require	  PTs	  to	  know	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“morphological	  relationships	  within	  words,”	  “general	  and	  specific	  domain-­‐specific	  word	  knowledge,”	  and	  “selection	  and	  implementation	  of	  a	  wide	  variety	  of	  before,	  during,	  and	  after	  reading	  comprehension	  strategies	  that	  develop	  reading	  and	  metacognitive	  abilities.”	  (Minnesota	  Board	  of	  Teaching,	  2012).	  The	  readings	  and	  media	  of	  Topics	  3	  give	  evidence	  of	  instruction	  in	  disciplinary	  reading	  strategies.	  For	  example	  Minilecture,	  “Word	  Study	  for	  Adolescents”	  and	  Modeling,	  “Semantic	  Feature	  Analysis”	  teach	  PTs	  how	  to	  work	  such	  strategies	  into	  their	  disciplinary	  lesson	  plans.	  And	  as	  mentioned	  above,	  Topic	  3,	  Minilecture	  instructs	  PTs	  in	  the	  design	  and	  implementation	  of	  reading	  inventories	  for	  different	  disciplines.	  Match-­‐ups	  like	  these	  were	  observed	  between	  all	  MN	  BOT	  content	  reading	  standards	  and	  the	  CI	  5452	  syllabus.	  In	  addition	  to	  these	  course	  materials,	  CI	  5452	  provided	  course	  activities	  that	  addressed	  MN	  BOT	  requirements	  for	  content	  area	  reading	  instruction.	  For	  example,	  the	  syllabus	  addressed	  assessment	  of	  disciplinary	  reading	  skill	  (Topic	  5),	  instruction	  for	  “struggling	  readers”	  in	  disciplinary	  reading	  (Topic	  6),	  and	  the	  development	  of	  in-­‐depth	  instructional	  frameworks	  for	  reading	  in	  the	  disciplines	  (Topic	  7).	  	   Designers	  and	  instructors	  of	  CI	  5452	  preparations	  of	  content	  area	  PTs	  in	  CARI	  is	  seen	  in	  the	  	  match	  between	  the	  instructional	  activities	  and	  materials	  in	  the	  syllabi	  and	  the	  Minnesota	  Board	  of	  Teaching	  standards	  for	  content	  area	  teacher	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licensing	  in	  2010	  (see	  Appendix	  C	  for	  copies	  of	  the	  Syllabi	  for	  CI	  5452).	  	  In	  addition,	  the	  Minnesota	  Administrative	  Rules,	  Chapter	  84710	  (Minnesota	  Board	  of	  Teaching,	  2012)	  for	  all	  content	  area	  teacher	  licensing	  standards	  are	  outlined	  in	  a	  series	  of	  documenst	  created	  by	  course	  supervisor	  Dr.	  David	  G.	  O’Brien	  housed	  at	  the	  Minnesota	  Department	  of	  Education	  and	  in	  CI	  5452	  instructor	  archives	  (G,	  2010).	  	  	   Online	  design	  and	  Standards	  for	  Effective	  Online	  Learning	  Match.	  Another	  way	  in	  which	  CI	  5452	  effectively	  prepares	  PTs	  in	  CARI	  is	  through	  meeting	  standards	  for	  effective	  online	  learning.	  Collison,	  Elbau,	  Haavind,	  and	  Tinker	  advocate	  six	  standards	  for	  functional	  online	  groups:	  Participants	  post	  reflections	  or	  responses	  to	  classmates	  regularly;	  the	  online	  community	  meets	  member	  needs;	  participant-­‐to-­‐participant	  collaboration	  and	  teaching	  are	  evident;	  reasonable	  venting	  about	  technology,	  content,	  and	  facilitator	  is	  acceptable	  and	  evident;	  participants	  show	  concern	  and	  support	  for	  the	  community;	  and	  documents	  are	  shared	  online	  (Collison,	  Elbaum,	  Haavind,	  &	  Tinker,	  2000).	  The	  following	  paragraphs	  illustrate	  how	  elements	  of	  online	  design	  provide	  virtual	  space	  for	  achieving	  those	  standards	  (see	  Appendix	  E	  for	  a	  graphic	  representation	  of	  the	  Moodle	  site	  page	  for	  the	  course).	  	   Participants	  were	  required	  to	  post	  regularly	  to	  CI	  5452.	  Course	  design	  allowed	  for	  regular,	  individual	  interaction	  with	  the	  instructor	  about	  course	  material	  (dialog	  journal	  assignment)	  as	  well	  as	  regular,	  group	  interaction	  within	  PTs’	  content	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area	  groups	  (group	  discussion	  forum).	  In	  addition,	  regular	  Course	  Announcements	  were	  posted	  and	  sent	  to	  PTs	  via	  email,	  some	  of	  which	  were	  the	  result	  of	  online	  or	  office	  hour	  discussions	  between	  instructors	  and	  PTs,	  and	  reflected	  a	  sharing	  of	  insights	  to	  enhance	  CARI	  learning	  for	  all	  PTs	  or	  for	  particular	  content	  area	  groups.	  	  	   Drawing	  on	  PT	  comments	  from	  previous	  courses	  and	  on	  research	  on	  online	  communities	  (Barab,	  Kling,	  &	  Gray,	  2004),	  several	  online	  design	  features	  were	  included	  in	  the	  2011-­‐revised	  course	  to	  meet	  PTs	  learning	  needs.	  	  Previous	  semesters’	  PT	  comments	  and	  instructor	  notes	  indicated	  some	  PTs	  needed	  easier	  access	  to	  information	  and	  activities	  in	  the	  course.	  This	  was	  provided	  through	  multiple	  links	  on	  the	  site.	  For	  example,	  a	  PT	  who	  wanted	  to	  participate	  with	  her	  discussion	  group	  could	  find	  that	  via	  a	  link	  on	  the	  site	  calendar,	  a	  link	  in	  the	  center	  column	  of	  the	  site	  by	  topic	  and	  date,	  a	  “Forums”	  link	  in	  the	  Activities	  box	  on	  the	  site,	  or	  through	  links	  to	  participants	  in	  the	  “People”	  box	  on	  the	  site.	  Another	  PT	  learning	  need	  expressed	  in	  previous	  semesters	  was	  for	  more	  or	  more	  varied	  means	  of	  understanding	  assignments	  and	  due	  dates.	  This	  was	  addressed	  on	  the	  site	  by	  the	  inclusion	  of	  written	  instructions,	  exemplars,	  and	  rubrics	  for	  assignments	  as	  well	  as	  multiple	  access	  points	  to	  that	  information.	  In	  addition,	  assignments	  were	  scheduled	  so	  that	  PTs	  had	  time	  to	  study	  a	  variety	  of	  course	  media	  on	  the	  skills	  and	  content	  of	  the	  assignments	  before	  assignments	  were	  presented.	  PTs	  had	  access	  to	  research	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articles,	  textbook	  readings,	  minilectures	  with	  visual	  slides,	  videos	  in	  which	  the	  instructor	  modeled	  instructional	  strategies	  as	  well	  as	  to	  individual	  interaction	  with	  the	  instructor	  about	  assignments	  and	  group	  discussion	  of	  the	  coursework.	  	   Participant-­‐to-­‐participant	  collaboration	  and	  teaching,	  and	  participant	  concern	  and	  support	  for	  the	  online	  community,	  were	  evident	  in	  the	  course.	  CI	  5452design	  required	  PT	  collaboration	  and	  supported	  such	  collaboration.	  Group	  discussions	  were	  a	  site	  of	  much	  collaboration	  and	  teaching.	  	  Each	  group	  discussion	  was	  presented	  in	  the	  form	  of	  an	  instructional	  problem	  which	  the	  group	  was	  required	  to	  solve	  together.	  For	  example,	  in	  Topic	  4,	  PTs	  in	  content	  areas	  groups	  had	  to	  decide	  together	  how	  they	  would	  help	  a	  colleague	  who	  was	  using	  round-­‐robin	  reading	  strategies	  to	  work	  with	  struggling	  content	  area	  readers.	  Typical	  collaboration,	  the	  offering	  of	  ideas,	  acknowledgement	  of	  practical	  strategies,	  and	  building	  on	  others’	  comments,	  is	  seen	  in	  the	  following	  excerpt	  from	  the	  mathematics	  education	  group	  discussion	  on	  March	  25	  through	  March	  27.	  In	  this	  excerpt,	  Wahib	  and	  Sandy	  draw	  on	  research	  presented	  in	  the	  course	  to	  contribute	  to	  their	  group’s	  solving	  of	  the	  instructional	  problem.	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Wahib:	  My	  first	  concern	  would	  be	  to	  start	  out	  with	  a	  positive	  comment.	  I	  think	  she	  was	  on	  the	  right	  track	  about	  having	  them	  read	  aloud	  my	  keep	  them	  more	  actively	  engaged	  in	  the	  lesson.	  I	  would	  suggest	  the	  following:	  1.	  She	  may	  want	  to	  do	  some	  direct	  teaching	  of	  vocabulary	  making	  sure	  to	  focus	  on	  pronunciation	  as	  well	  as	  meaning.	  2.	  She	  may	  want	  to	  elicit	  background	  knowledge	  through	  the	  use	  of	  graphic	  organizers	  and	  fill	  in	  some	  necessary	  gaps	  in	  order	  to	  give	  them	  the	  necessary	  mindset	  to	  make	  some	  sense	  of	  the	  text.	  Once	  they	  have	  an	  idea	  of	  the	  concepts	  and	  specific	  vocabulary	  they	  will	  be	  able	  to	  use	  reading	  strategies	  they	  have	  previously	  learned	  	  Sandy:	  Bringing	  out	  background	  knowledge	  is	  crucial	  to	  help	  fill	  gaps	  and	  help	  the	  students	  understand	  important	  vocabulary	  and	  also	  have	  them	  interested	  in	  the	  topic.	  Thanks	  for	  the	  great	  idea.	  	   As	  for	  team	  teaching,	  I	  think	  there	  are	  a	  couple	  of	  ways	  you	  could	  go	  about	  it.	  The	  first	  way	  is	  what	  you	  suggested,	  Wahib,	  and	  that	  is	  to	  pull	  a	  couple	  of	  struggling	  students	  to	  help	  them	  more	  individually.	  Another	  way	  you	  could	  do	  it,	  especially	  if	  most	  of	  your	  students	  are	  at	  the	  same	  reading	  level,	  would	  be	  to	  split	  the	  class	  in	  half	  and	  you	  and	  Josephine	  could	  each	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teach	  half	  of	  the	  class.	  This	  way,	  more	  students	  will	  be	  able	  to	  read	  and	  you	  would	  be	  able	  to	  talk	  about	  their	  background	  knowledge	  easily.	  You	  also	  will	  have	  a	  smaller	  group	  so	  it	  would	  be	  easier	  to	  help	  every	  single	  student	  understand	  the	  vocabulary.	  (Mathematics	  Group	  Discussion,	  March	  25-­‐27,	  2011)	  	  	   This	  excerpt	  shows	  each	  student	  offering	  solutions,	  each	  acknowledging	  practical	  strategies,	  and	  Sandy	  building	  on	  Wahib’s	  comments,	  as	  Wahib	  did	  with	  other	  PTs	  on	  numerous	  occasions.	  	   Of	  the	  Collison,	  Elbau,	  Haavind,	  and	  Tinker	  standards	  for	  effective	  online	  learning,	  the	  one	  most	  appreciated	  by	  PTs,	  as	  seen	  in	  instructor	  notes	  and	  PT	  comments,	  is	  the	  maintaining	  of	  a	  virtual	  space	  in	  which	  reasonable	  venting	  about	  technology,	  content,	  and	  facilitator	  is	  acceptable	  and	  evident.	  From	  the	  “Course	  Introduction”	  document	  on	  the	  Moodle	  site	  and	  through	  interactions	  with	  PTs,	  course	  design	  and	  instructor	  interaction	  encouraged	  an	  atmosphere	  of	  open	  acceptance	  to	  reasonable	  critique.	  	   Several	  examples	  of	  critiquing	  CI	  5452	  were	  observed	  among	  PTs	  whose	  first	  language	  was	  not	  English	  and	  who	  had	  experienced	  a	  non-­‐Western	  type	  of	  pedagogy	  as	  students.	  In	  her	  dialog	  journal	  post	  of	  April	  3,	  Fei	  Yen	  wrote	  of	  the	  assigned	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reading,	  Chapter	  5	  in	  the	  Alvermann	  text,	  “Assessment	  of	  Students	  and	  Texts”(Alvermann,	  Phelps,	  &	  Ridgeway,	  2010).	  (Please	  note	  that	  I	  have	  preserved	  Fei	  Yen’s	  spelling	  and	  grammar	  choices.)	  	   I	  found	  this	  weeks	  reading	  are	  difficult	  for	  me	  to	  fully	  comprehened.	  My	  Quiz	  result	  a	  "F",	  32.86%	  correct.	  I	  have	  never	  gotten	  this	  low	  of	  a	  grade	  in	  my	  life.	  What	  I	  thought	  I	  had	  understood	  turned	  out	  not	  the	  case	  at	  all.	  I	  felt	  I	  was	  confused	  by	  the	  each	  of	  the	  multiple	  choice	  answers....I	  could	  only	  have	  a	  general-­‐	  surface-­‐superfical	  level	  of	  ideas	  what	  the	  authors	  want	  to	  convey;	  at	  the	  meantime	  trying	  to	  pick	  some	  strategy	  and	  suggestion	  I	  thought	  might	  be	  useful	  here	  and	  there.	  By	  the	  time	  of	  the	  Quiz,	  I	  could	  not	  tell	  the	  differences	  between	  the	  answers,	  they	  were	  all	  look	  alike	  to	  me.	  I	  am	  very	  dissappointed.	  (Fei	  Yen,	  SLC	  PT,	  Dialog	  Journal	  Post,	  April	  3,	  2011)	  	  	   The	  instructor	  clarified	  for	  Fei	  Yen	  that	  courses	  may	  be	  retaken	  as	  many	  times	  as	  PTs	  wished,	  responded	  with	  clarifying	  questions	  and	  suggestions,	  and	  met	  face	  to	  face	  several	  times	  with	  Fei	  Yen	  during	  office	  hours.	  In	  her	  final	  dialog	  journal	  post,	  Fei	  Yen	  wrote	  that	  she	  had	  experienced	  “valuable	  experiences”	  and	  “not	  so	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valuable	  experiences”	  in	  CI	  5452.	  Fei	  Yen	  felt	  it	  was	  acceptable	  to	  express	  appreciation	  for	  the	  concept	  and	  instructional	  strategies	  of	  “reading	  to	  learn”	  and	  the	  Graves	  strategies	  for	  motivation	  and	  engagement	  (Graves,	  2006)	  as	  well	  as	  to	  express	  negative	  feelings	  about	  her	  perception	  that	  there	  was	  little	  connection	  between	  her	  content	  area	  (SLC)	  and	  CARI,	  and	  that	  reading	  and	  work	  demands	  of	  the	  course	  were	  unreasonable.	  While	  Fei	  Yen’s	  comments	  were	  some	  of	  the	  most	  negative	  offered	  by	  PTs	  in	  CI	  5452,	  they	  were	  indicators	  that	  course	  design	  allowed	  for	  such	  comments,	  and	  they	  provided	  valuable	  instructor-­‐PT	  interaction	  to	  enhance	  CARI	  learning	  for	  Fei	  Yen.	  In	  chapter	  5,	  issues	  of	  PTs’	  specific	  goals,	  based	  on	  their	  content	  area,	  and	  the	  match	  between	  these	  and	  CARI	  goals	  are	  examined.	  	  The	  course	  format	  and	  how	  it	  matched	  with	  PTs’	  needs	  are	  also	  discussed.	  	   The	  final	  criteria	  for	  effective	  online	  learning	  design,	  sharing	  documents	  online,	  was	  also	  present	  in	  CI	  5452,	  however	  the	  degree	  to	  which	  it	  was	  evident	  was	  constrained	  by	  the	  number	  of	  credit	  hours	  assigned	  to	  the	  course	  and	  the	  current	  online	  format	  of	  the	  course.	  PTs	  were	  able,	  and	  in	  fact	  required,	  to	  exchange	  documents	  of	  interaction	  with	  the	  instructor	  (dialog	  journal	  posts)	  and	  documents	  of	  interaction	  with	  their	  content	  area	  colleagues	  (group	  discussion	  posts).	  PTs	  were	  also	  required	  to	  submit	  documents	  they	  had	  created	  to	  the	  instructor.	  However,	  the	  course	  did	  not	  provide	  for	  any	  interactive	  exchange	  of	  documents	  among	  content	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area	  colleagues	  or	  among	  the	  wider	  group	  of	  PTs.	  Ideas	  about	  more	  interactive	  document	  exchange	  are	  considered	  in	  Chapter	  5.	  
	  
Research	  Question	  3	  
 Research question 3 asked, “How do course components and online learning 
environment impact secondary school content area PTs’ disposition and knowledge of 
CARI?”  Answers to this question were drawn from analysis of three post-course surveys, 
and analysis of a triangulation of all data sources. The dialog journal data sets were 
particularly useful sources because they represented data gathered over the course of the 
semester, data organized by individual PTs’ posts, data sequenced by curricular topic 
across the semester, and, when analyzed, data gathered across PT content groups and 
organized by content area.  Descriptions garnered from the dialog journal analysis were 
supported by patterns observed in group discussion posts. Dialog journal assignment 
information is found in Appendix G. 
 Concurrent practica with CI 5452 Some PTs were scheduled for classroom 
observation or classroom instruction practica concurrently with their enrollment in CI 
5452. I found that some PTs experienced a positive and augmentative effect of concurrent 
classroom instruction or observation and working with CI 5452 content. For example, 
Belinda, Music PT, posted February 22 about how classroom observation prompted her 
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to think about vocabulary instruction in music classes. FACS PT Krista noted on 
February 3 her awareness that “in my current classrooms we don’t use reading much,” 
reflected in writing on the often-unengaging reading that is present, and redesigned her 
dialog-journal inquiry to delve into how she might engage and motivate her students with 
reading.  
 Some PTs who were concurrently enrolled in a content area practica drew new 
ideas from the practica to share. For example, on March 6, Math PT Joseph wrote 
 
I have liked an idea I observed at Paulus Horatio High School for geometry. The 
teacher used to have figures, notations, and terms of the same concepts (i.e. a 
drawing of parallel lines, the notations for saying two lines are parallel, and the 
word parallel) on individual cut outs and had the students organize the terms 
however they thought made the most sense. Then he had the students walk around 
the room to see what other students had done before going over what the terms 
meant. 
(Joseph, Math PT, March 6,2011, Dialog Journal) 
 
 One of the more complex insights gained from a PT’s concurrent practicum was 
from social studies PT Erin, who came to a new understanding of the link between 
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reading comprehension and adolescent motivation and engagement. Erin wrote on March 
22 
 
My fourth hour particularly struggled with reading as many of them were ELL 
and/or special education. I realized early on that they were not confident enough 
with their reading abilities to be able to read out loud as a class. No one would 
volunteer so I often ended up reading to them instead. Although I think they did 
still learn when I would read to them, I think that that needs to be intermixed with 
having them read either on their own or with a partner. I think I knew that fluency 
was a barrier to comprehension, but hadn't thought about it concretely until looking 
at this module. As one slide says, "you can't be a skilled reader in any discipline 
without fluency in disciplinary reading." If students become fluent readers, they 
are able to devote little to no effort in actually reading the text and can then devote 
that attention to comprehending what they are reading. Consequently, if students 
are increasing their comprehension they increase their level of engagement. 
(Erin, Social Studies PT, March 22, 2011 Dialog Journal) 
 
 Change in PT knowledge across individual PT dialog journal data Change in 
PT knowledge about CARI varied considerably across individual PTs. Unfolding growth 
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of PT knowledge of CARI was most evident in dialog journal posts across the semester 
from four PT content areas - agriculture education, BME, FACS, and music education.  
Semester posts for these groups contained significantly fewer CARI concepts than did 
posts for PT content areas mathematics, science, SLC, and social studies. However, all 
PTs provided initial evidence of some prior knowledge of CARI. For example, Krista, an 
agriculture education PT, wrote in her first post, “In general I think this course is 
somewhat intimidating because I am unfamiliar with the topics overall,” yet she also 
wrote about interpreting textbooks effectively. And Krista’s final post illustrated growth 
in CARI knowledge with comments like “There are many resources I now know that are 
available,” following her comment with discussion of vocabulary instruction resources, 
instructional strategies to increase comprehension, and the comment “tools like the 
Raygor model to help me in assessing readings.”  
  Post-course survey results not in consonance with CI 5451 BME PT Craig also 
indicated growth across the semester in his dialog journal posts. Craig included two 
CARI concepts in his first dialog journal postings: brief mention of reading levels and a 
question about how to foster adolescent engagement, yet his postings increasingly 
reflected a more profound and informed knowledge of CARI. On April 14th he posted 
the CARI self-reflection “The most difficult thing for me is remembering that simple 
reading assignments may not be so simple for some the [sic] kids in my class. Based on 
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how easily I read some of the items, I forget.” And by the end of the semester, Craig 
included comments on the importance of considering diversities of reading skills, “sex, 
race, etc.” among adolescents as well as tools for assessing reading levels (Raygor and 
Lexile measures) and instructional strategies for increasing adolescent engagement and 
motivation. 
  In FACS PT Bella’s dialog journal, this future teacher showed the most significant 
change among all PT posts. While Bella began the semester with short posts 
concentrating on one or two components of CARI, her posts developed in breadth and 
depth, finally resulting in a semester-end post including the following excerpts, organized 
by topics: CARI assessment: understanding my individual students in the classroom,” 
CARI instruction: “giving background before reading,” and “teaching through direct 
instruction,” utility of instructional strategies that address student motivation and 
engagement: “the motivation of students to read will be affected by how relevant, current, 
and entertaining they find the reading to be,” and awareness of disciplinary aspects of 
CARI: “understanding my content area” and “content specific words.”  
 Three sets of post-course survey items gave contradictory results. 2011 PTs 
indicated that they knew that “If students are weak in one component important to the 
comprehension process, it is still possible for them to read and comprehend a text” (Item 
11), yet they also indicated that they knew facts that contradicted item 11 with 
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approximately 70% frequency of agreement with “Students who are weak at word-
recognition skills usually cannot compensate for this weakness with other components of 
the reading process” (item 7) and “ Before students can comprehend a text, they must be 
able to recognize all the words and/or symbols in a textbook page” (item 5).  Also, PTs 
knew that students read to learn in different ways (Item 26, “Some students learn best by 
reading widely and often; others learn best through direct instruction.”), yet that idea did 
not carry through to instruction. Only 62% of PTs agreed, “Not all poor readers benefit 
from more direct and structured learning experiences” (item 29).  And only 69% agreed 
that “Before students read a text, it is often useful for them to discuss experiences 
involving the topic being studied,” (item 8) even though 100% of PTs agreed that 
“Students’ background knowledge and experience play a major role in their 
comprehension of a text” (item 6). 
 Of particular interest to me were the three post-course survey items.  These 
responses were not consonant with research addressed by Reading in the Content Areas 
for Initial Licensure Candidates. PT responses to items 12 and 14 indicated that PTs did 
not yet know that meaning from text is located in text, reader, and context and that 
meaning of a text may not be that which the author intends. And, although much material 
on the subject was presented in the online course, PTs also did not know that 
differentiating reading instruction and presentation of a variety of different reading 
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education opportunities according to student need, are more effective practices than 
presentation of all reading education opportunities to all adolescents. (Item 24). 
  Survey item 17, “Expectations about a text topic are often as important as accurate 
recognition of words during the reading process;” and item 19 are marked “n/a” or not 
applicable in Appendix H. Two other items are also marked “n/a,” the pre-course survey 
items 25, “Students should be tested frequently to determine if they have mastered what 
was taught by teachers,” and “Much of what is learned in the content areas can be 
attributed to what is taught by the teacher.” Instructors of the online course determined 
that these two items were not constructed with terms and concepts used in the online 
course.   
 Regarding the issue of clear modeling of disciplinary skills, PT responses on one 
survey item indicated a lack of post-course knowledge. For item 10, “Teachers should 
normally provide instruction aimed at developing all components of the reading process,” 
only 10% of PTs gave responses consonant with those presented in CI 5452. Research 
shared with PTs later in the online course showed that a targeted presentation, focused on 
student need for motivation and engagement, component reading skills, disciplinary 
reading skills and word-study was more effective than a blanket approach to teaching all 
reading component skills.   
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 For three of the pre-course survey items, PT responses were not consonant with 
research addressed by Reading in the Content Areas for Initial Licensure Candidates. PT 
responses to items 12 and 14 indicated that PTs did not yet know that meaning from text 
is located in text, reader, and context and that meaning of a text may not be that which the 
author intends. Before taking the course, PTs also did not know that differentiating 
reading instruction, or presentation of a variety of different reading education 
opportunities according to student need, is a more effective practice when working with 
adolescents. (Item 24) 
 Regarding the issue of interactive compensatory processing (Stanovich, 1984), PT 
responses seemed to indicate some ambivalence. The majority of PTs (94%) agreed or 
somewhat agreed that students weak in one component of the reading process could still 
comprehend a text. Yet nearly half of PTs (41%) disagreed or somewhat disagreed that 
readers who are weak at word-recognition skills can compensate with other components 
of the reading process. And PT responses to item 26, “Students learn content best when 
the material is broken down into specific skills to be taught by teachers,” indicated that 
PTs did not yet know that instruction is most effective when differentiated according to 
student need. 
  The online course was not designed to provide PTs with depth of research on 
models of reading to enable them to answer pre-course survey item 17, “Expectations 
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about a text topic are often as important as accurate recognition of words during the 
reading process;” or pre-course survey item. These are marked “n/a” or not applicable in 
Appendix 4.1. Two other items are also marked “n/a,” the pre-course survey items 25, 
“Students should be tested frequently to determine if they have mastered what was taught 
by teachers,” and “Much of what is learned in the content areas can be attributed to what 
is taught by the teacher.” Instructors of the online course determined that these two items 
were not constructed with terms and concepts used in the online course, so there was no 
need to gather pre-or post course survey data about these topics.   
 Patterns of group discussion posting Across the semester, consistency in posting 
for each group discussion topic varied by program area. While PTs in most program areas 
did post as required each week for each course topic, of the program areas from which I 
received permission for analysis of group postings, postings by PTs from music 
education decreased in frequency over the term. This is especially notable in the number 
of group dialog postings by Topic 4 and in the subsequent topics, topics that focus on 
implementation of CARI in the content area class with application assignments. This 
decrease correlates with the decrease in length and depth of reflection in dialog journal 
postings by PTs in the music education program area, and could be an outcome of the 
struggle music education PTs experienced around dispositions of CARI. Negative 
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dispositions toward CARI appeared to have an impact on growth of knowledge and on 
implementation of CARI. 
 Like music PTs, PTs in agriculture education and FACS posted less frequently and 
less in depth across the semester in their discussions about reading process, disciplinary 
reading, reading assessment, and disciplinary reading instruction resources. PTs in 
agriculture education and FACS who did give such permission did not exhibit the same 
semester-long decreases in frequency or depth of posting. For example, FACS PT Bella 
wrote drawing on CI 5452 research and her own experience: 
     
 Based off of my current experience in a high school FACS Classroom, I would 
take a look at the standardized test for the school and students in my class just to 
understand generally where reading levels are at overall. With a mix of 9-12th 
graders in one class, understanding the overall picture could help a little in 
knowing how to develop the curriculum. 
     I would also use a CRI to assess the comprehension of the content area. I think 
this would be more helpful and reflect better on teaching methods and strategies 
that I have used in the classroom up to that point, and help me determine the 
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changes or continuations of teaching practices I choose to use through the rest of 
the semester. 
(FACS PT Bella, February 5, 2011, FACS Group Discussion) 
 
This decrease in frequency and depth across postings is likely due to the relative lack of 
participation in agriculture education and FACS PTs. Examples of such decreases were 
not possible to include in this study because they included posts from PTs who did not 
give consent for their discussion postings to be used. Group discussion postings by 
agriculture PTs and FACS PTs. Decrease in frequency and depth of posting of agriculture 
and FACS in group discussions did not increase in Topic 4 and after, as did music PT 
postings. With these two content area groups, a negative disposition towards CARI was 
not evident as it was with music education PTs. The relatively consistent lack of posting 
about CARI, as opposed to music PTs’ increasing lack of posting on and after Topic 4, 
appears to arise because of the lack of significant negative dispositions toward CARI 
among agriculture an FACS PTs.  
 In contrast, PTs in mathematics, SLC, science education, and social studies posted 
more frequently, with more reference to personal teaching experience, and with more 
inclusion of depth of knowledge on those topics; this despite the disparate dispositions 
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toward CARI. Mathematics and science education PTs tended to evince positive or 
neutral attitudes toward CARI. Half of social studies and nearly half of SLC PTs evinced 
a relatively negative attitude toward CARI. And example of such discussion is one in 
which mathematics PT Ian poses a problem, refers to teaching experience and to 
components of the reading process, and then proposes a useful teaching strategy to solve 
the problem. Mathematics PT Yamuna responds with her own experience with a similar 
problem: 
 
Ian: Its no secret that most students dislike math-word problems. For a variety of 
reasons these types of problems are more difficult for many students. One of the 
reasons is that students can't understand what the question is asking, and this is an 
issue of reading ability. To assess student ability to decode and comprehend word 
problems I always ask, after every word problem read, "okay, so what does that 
even mean?" I'll also ask "what is this question asking us to do?" This is my 
default first retort when a student wants me to do a HW problem or example on 
the board, and it gives me a quick assessment of where there students problem 
may be. Is it in vocab, comprehension, content, or somewhere else? Its simple, 
quick, and easy, providing me with valuable information about one student. 
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Yamuna: I reread your first post and it reminded me of an approach that I used 
tutoring over these past couple of years. This may not be entirely applicable at 
higher levels, but with my third grade tutees, we break down the word problems 
into different components that ease the process. First, they read and retell the 
problem in their own words. Then they go through and find important words 
(labels, math terms) and keywords that help them organize the information in the 
problem. Once they've done that, they try to figure out what type of problem it is 
based on these important words. After that, they set up the problem, solve it, and 
check their answers. Breaking the process down into smaller, more manageable 
components helps students think through the process. I think that this is key, 
especially when they work with word problems. Lots of the time, they lose site of 
what the problem is even asking for (like you mentioned above, Ian). 
(Mathematics PTs Ian and Yamuna, April 2-3, 2011, Mathematics Group 
Discussion) 
  
 Each of the group discussion posts topics, listed in Appendix G were answered 
with the minimum number of required postings, except in the case of six individual PTs 
who posted more than the minimum: Neil (BME), Wahib (mathematics), David 
(mathematics), Yamuna (mathematics), Isolde (SLC), and Nikki (social studies). The 
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most favored group discussion topic, as determined by number of positive comments and 
mentions in dialog journal posts and group discussion posts was the final group 
discussion topic, the sharing of content area resources among peers.  
 It is interesting to note that one course item did surpass the group discussion topic 
in terms of positive comments and posts: the list of possible middle school and high 
school class activities and assignments that are CARI related, including the following 
suggestions for music PTs: “One can read print (electronic or paper) about a variety of 
music-related and music-enhancing topics. One can also write about these music and 
these topics. Several ideas follow…Examples of musical critiques from newspaper, 
online, zines, blogs, etc. (compare rock with classical, e.g.)…Read about how to fund 
music hobbies, music careers; the business side of music; public relations for 
orchestras/opera companies/etc. in hard economic times…Read essays by musical 
‘greats’ (musicians, philosophers, critics, fans, etc.)…Read ‘scientific’ essays or books 
on music: psychology, physiology, ‘music soothes the savage breast,’ ‘music helps your 
baby learn,’ ‘music doesn't help your baby learn.’” 
Discussion of aggregate post-course survey data: CARI knowledge. The first post-
course survey taken voluntarily by PTs was the same that was taken by pre-course survey 
takers, the one based on the work of Konopak and colleagues. See Appendix B for an 
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explanation of that survey.  Frequency counts from the aggregate data from post-course 
surveys were interesting. For the most part, they reflected similar results to those of the 
pre-course surveys from 2009-2010. Since they represent one semester’s roster rather 
than several semesters’, numbers of survey participants were fewer for the post-course 
survey.  I will first present the aggregate post-survey results using Appendix I.  This 
resource displays the results of the analysis for post-course survey items pertaining to 
CARI knowledge of PTs from all content area programs from the post-course survey 
Synthesize Course Learning.  My data analysis is based on 21 of the 58 PTs who 
registered for the course in the spring of 2011, as this smaller group gave consent for 
their survey results to be included in this sample. Similar to results in the pre-course 
survey, PT post-course responses were consonant with research presented in the online 
course for only seven of the 17 pre-course survey items that related to CARI knowledge. 
That is, for seven of the survey items, more than 80% of PTs’ knowledges about CARI 
matched the knowledge presented about CARI in CI 5452. These survey item choices 
matched the items selected by more than 80% of the PTs who took the pre-course survey. 
Those themes were:  activating background knowledge enhances comprehension of text 
(items 6, and 8), text may be interpreted in a variety of ways (item 18), reading is one of 
several learning processes/modes (item 23), opportunities to read a variety of texts 
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improves instruction (items 26), and adult modeling of reading strategies improves 
adolescent reading comprehension (item 33). 
 Analysis of results of Review your Professional Knowledge about Reading indicate 
that PTs in the aggregate were less confident about decoding, fluency, and word study in 
the content area.  Only 42% of PTs were confident that they could apply the following 
CARI concept in a lesson in their content area: Teachers can enhance the reading fluency 
of struggling readers with research-based instruction in oral reading and with listening 
comprehension support. Thirty-nine percent of PTs indicated that they believed they 
could apply the following CARI concept in a lesson in their content area: Decoding 
approaches (phonemic awareness, phonics, approaches to orthography, word structure, 
and sight words) and word recognition support students' learning in the content areas. 
And 26% of PTs believed they could employ the following CARI concept in a lesson in 
their content areas: Reading fluency (oral reading with accurate word recognition, ration, 
and intonation) is related to comprehension. And  
 Possible explanations for these finding include the relative lack of emphasis on the 
necessity of fluency for content area reading comprehension and the perception among 
many PTs that decoding, phonics, orthography, and fluency are components of the 
reading process that are addressed in earlier grades. CI 5452 also offered less emphasis 
on word recognition than other reading process components such as word study and 
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reading comprehension strategies. These particular findings may not be of great concern 
to designers and instructors of a CARI course for secondary PTs, especially given the 
goal of CI 5452 designers to collaborate with content area experts and to support those 
experts’ disciplinary goals. 
 As music PTs and three SLC PTs struggled with the idea that CARI was useful in 
their content area, so did one science PT.  Science PT, Hua, was challenged by the term 
literacy because of the use of that term in her content area. On January 1, Hua began her 
dialog journal writing the following, which demonstrates her confusion about literacy as 
a term in used in CARI. I have preserved Hua’s grammar and spelling. 
 
What does it mean “scientific literacy”? In science education, scientific literacy is 
one of the most important thing when teach students science. I have never really 
thought about this question seriously “how do I teach my students scientific 
literacy?” and “what kind of scientific literacy (or skills) I want my students to 
achieve in my class?” I think maybe these will be the questions that I will search the 
answers through the course. 
(Hua, Science PT, January 1,2011, Dialog Journal) 
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However, by mid-semester, Hua had developed a working model for CARI literacy. In 
her March 22 post she addresses the particulars of that model. 
 
I really like this week’s module. It suggests that there is no magic bullet in reading 
and writing. As I posted in my dialog-journal midterm “as a teacher, it is hard to 
decide should I first focus on the content (vocabularies or words), or should I first 
set up a setting (context) to teach my students about reading and writing in 
science?” I guess I was trying to quick fixes my students’ reading and writing 
skills within one or two lesson units. However, now I know, there is no such thing 
as quick fixes. What I need is a long term, durable and permanent strategy to help 
my students. I should not focus on which part of scientific content knowledge, 
vocabularies, words, or context I need to teach first. I should try to develop a long 
term plan, which provides step by step strategies to help my students to learn all of 
these. 
(Hua, Science PT, March 22, 2011, Dialog Journal) 
 
 By the end of the course, Hua was able to succinctly discuss CARI for science. She 
mentioned that her thinking about CARI coalesced when she considered the optional 
reading from the course, “Literacy and Science, Each in the Service of the 
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Other”(Pearson, Moje, & Greenleaf, 2010). Hua’s spelling and grammar have been 
preserved. 
 
The article provide a lot of research to support their view that scientific inquiry and 
literach cannot be seperated. They also provide a lot of instructional strategies how 
to use literacy to strength teaching scientific inquiry. For example, the concept-
oriented reading points out the importance of asking right questions. In CI 5254 we 
have also leanred that, too 
(Hua, Science PT, May 7, 2011, Dialog Journal) 
 
A central issue in several SLC posts early in the semester was the understanding these 
PTs had for the term content area. Fei Lin wrote 
 
Well, my question is: why the foreign language teachers are asked to teach other 
content area, since other areas are taugh by other specialist? I am fine with setting 
some content related themes or topics for my Chinese teaching, I just don't see how 
students can read to learn an content area with a foreign language such as Chinese. 
That language in itself is a big content area already. 
(Fei Lin, January 20,2011 Dialog Journal) 
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The nature of SLC and the definition of content area became a topic of conversation in 
courses outside CI 5452, and were eventually resolved, as reported by Fei Lin.  I have 
preserved Fei Lin’s grammar and spelling. 
 
 I can not determine what automate goal of FL learning in the US is so far. I 
presented this question to my instructor of my other class and classmates. 
 I said that I and others in our class who did not grow up in the US and using 
English as a FL are the automate examples how far a FL can carry a FL learner. 
We can speak the FL to the level which enable us to study abroad, to have 
discussions with the natives, to be able to speak, listen, read and write at academic 
level. Does US expect their students to reach this level? The answer I got from the 
structor and classmates were "NO". They told me that US never expect their 
students to reach that level; for US, to learn a FL is for students to have abroader 
views, to grow up well-rounded. 
 To my ear, that means US wants its students to "Know  
About" the FL, instead "Know/Learn" FL. If someone wants to know about the FL, 
then I will present some examples, so he/she can have some taste to see what it is 
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like; I will bring more culture-interesting stuff/content, I will not aimed at reading 
hard-core Chinese literetures and science report. 
(Fei Lin, SLC PT, February 23, 2011, Dialog Journal) 
 
 Description from post-course survey data: CARI knowledge survey. A third 
post-course survey was administered in the spring of 2011. The third post-course survey, 
Review your Disciplinary Reading Instruction Knowledge was administered to measure 
PT knowledge about CARI for their particular content areas. Please see Appendices for 
data display tables for this survey for each content area group. 
 As with the second additional survey, Review your Disciplinary Reading 
Instruction Knowledge, we employed a Likert scale. See Table 26 below for the Likert 
scale choices. 
 
• I could teach a colleague to apply this understanding in the design of a lesson or a unit. 
• I know how to apply this understanding in the design of a lesson or a unit. 
• I can explain what this means. 
• I know what this means but have a little trouble explaining it. 
• I need more information about this. 
• Not selected 
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Table	  26:	  Likert	  Scale	  for	  Second	  and	  Third	  Post-­‐Course	  SurveysFigure  
 
 Again, as with the second post-course survey, the survey was voluntary.  Please see 
Table 27 below for Review your Disciplinary Reading Instruction Knowledge response 
rates. Fifty-eight PTs in total were enrolled during the spring of 2011, and 27 PTs of 
those 58 responded to the third post-course survey.  A breakdown of the respondents, by 
program is listed in the chart below (Table 27). 
 
Content Area Program Number of Content area PT respondents to survey 
agriculture education 3 
FACS 1 
mathematics education 6 
music education 2 
science education 2 
SLC 5 
social studies education 5 
Total from all content areas 27 Table	  27:	  Response	  Rates	  by	  Content	  Area	  for	  Review	  Your	  Disciplinary	  
Reading	  Instruction	  Knowledge	  survey. 
 
When I first examined the Minnesota Board of Teaching content reading (Minnesota 
Board of Teaching, 2012), I noted that while the standards provided for each content area 
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group to learn “comprehensive scientifically-based reading instruction” as defined by the 
Minnesota Board of Teaching, the individual content area group standards vary. Please 
see Table 28 on the next page for a breakdown of MnBOT CARI standards for each 
content area program.  
 
Content Area Program Number of Content Area MnBOT CARI Standards 
agriculture education 8 
BME 6 
FACS 9 
music education 3 
science education 18 
SLC 5 
social studies education 15 Table	  28:	  Number	  of	  CARI	  Standards	  by	  Content	  Area	  in	  MnBOT	  CARI	  Standards  
 
 I examined each content area program PT dataset in terms of frequency of response to 
the survey item “I know how to apply this understanding in the design of a lesson or a 
unit.” This is one indication that PTs know and can teach these CARI concepts. 
 Please see Appendix O for Review your Disciplinary Reading Instruction 
Knowledge results for agriculture PTs.  These data followed general themes seen in 
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Synthesize Course Learning data, however, due to the Likert scale used for Review your 
Disciplinary Reading Instruction Knowledge, a finer grain of analysis was possible. In 
general, agriculture PTs knew CARI research, except for the seven themes discussed at 
the end of this section. Seventy percent or more of agriculture education PTs knew and 
could teach the nature of the reading comprehension process, understood the need for 
differentiation of reading instruction, and saw the utility of teaching through the use of 
symbols of mathematical concepts. These data are consonant with data from the post-
course aggregate survey data. 
 Fewer agriculture PTs knew and could also teach morphology in word study, direct 
and indirect vocabulary study, academic language, CARI instruction in terms of 
sequencing CARI for teaching metacognition, strategies for comprehending dense texts, 
motivation and engagement, and strategies for modeling real life situations with 
equations. For survey items pertaining to these CARI concepts, nearly 70% of agriculture 
PTs responded, “I can explain what this means,” indicating a lack of confidence about 
teaching these CARI concepts.  
 Agriculture education students came to CI 5452 with less prior knowledge of CARI 
than mathematics PTs, SLC PTs, and social studies PTs. Agriculture PTs also posted 
earlier and more frequently during CI 5452 of the lack of reading instruction or learning 
by reading in content area courses they had experienced or observed. The relatively small 
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percent of agriculture PTs who indicated they were confident about teaching CARI 
strategies is perhaps understandable give this experience. A section of Chapter 5 is 
devoted to inquiry into how CARI courses may address such lack of prior knowledge and 
experience.  
 A final observation from the agriculture PTs data in this survey is puzzling. To the 
survey item “Scaffolding instruction helps students who experience comprehension 
difficulties” one-third of PTs responded  “I could teach a colleague to apply this 
understanding in the design of a lesson or a unit,” one-third responded “I know how to 
apply this understanding in the design of a lesson or a unit,’” and one-third responded “I 
can explain what this means.” No other content area program’s PTs were so divided in 
their knowledge and ability to scaffold instruction. This raised the question of differences 
in basic pedagogy across content area programs. Could different programs use different 
terminology or consider different instructional strategies vital? These questions will be 
addressed in Chapter 5. 
 For BME PTs in Review your Disciplinary Reading Instruction Knowledgethere 
was again consonance of themes with the Synthesis Course Learning survey data, except 
where those themes intersected with the seven themes discussed at the end of this section 
(interactive compensatory processing, “one-size-fits-all” CARI, meaning situated in 
reader/text/context, appropriateness of different interpretations of text, summarization 
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strategies, the breaking down of content skills for instruction, and differentiation of 
instructional time). The data from BME responses indicated that 70% or more BME PTs 
knew and could teach about the nature of reading comprehension, sequencing of CARI 
strategies for metacognition, and the importance of academic language for content area 
learning. BME PTs indicated confidence in mastery of scaffolding and the use of a wide 
range of instructional practices, methods, and materials. Nearly 70% of BME PTs 
responded, “I could teach a colleague to apply this understanding in the design of a lesson 
or a unit” to these CARI concepts.   
 Fewer BME PTs knew and could teach to adolescents using CARI research 
appropriate to cognitive levels of adolescents while supporting cultural and linguistic 
differences among adolescents.  Nearly seventy percent of BME PTs responded simply “I 
can explain what this means” to the survey item “Teachers who use evidence-based 
rationale for applying print and digital instructional practices, methods, and materials 
appropriate to the cognitive level of all readers support developmental, cultural, and 
linguistic differences among readers.” CI 5452 design that addresses differentiation for 
BME and other content area programs is discussed in Chapter 5. 
 Turning to the analysis of FACS PT response frequency data, I observed a high 
degree of confidence in PT response. Only one FACS PT gave consent to have her data 
analyzed. The PT responded, “I could teach a colleague to apply this understanding in the 
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design of a lesson or a unit” to over half (5 of 9) of the survey items on the FACS CARI 
knowledge survey. For the remaining of the FACS survey items, four of nine items, the 
PT indicated she knew and could teach those CARI concepts to adolescents As with the 
other content area program results, FACS PT results indicated a need to address the seven 
themes discussed at the end of this section (interactive compensatory processing, “one-
size-fits-all” CARI, meaning situated in reader/text/context, appropriateness of different 
interpretations of text, summarization strategies, the breaking down of content skills for 
instruction, and differentiation of instructional time).. 
 Mathematic education PT results for Review your Disciplinary Reading Instruction 
Knowledge, despite data from dialog journals and group discussions that indicate 
otherwise, indicated a need for CARI design to address interactive compensatory 
processing, “one-size-fits-all” CARI, meaning situated in reader/text/context, 
appropriateness of different interpretations of text, summarization strategies, the breaking 
down of content skills for instruction, and differentiation of instructional time.   
 There was a relative lack of confidence in PT ability to move beyond knowing 
CARI to teaching CARI, quite possibly because of the careful self-reflection and frequent 
experimenting with new ideas observed in mathematics dialog journal and group 
discussion postings. Fifty percent or more of mathematics education PTs indicated they 
knew and could teach adolescents four of the six CARI items in the mathematics CARI 
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standards. That is, PTs knew and could teach a robust theory of reading comprehension 
(subcomponent theory, role of print processes, role of motivation and engagement, role of 
academic discourse, and adolescent cognitive abilities), direct and indirect vocabulary 
instruction, and a robust CARI pedagogy (direct and indirect disciplinary vocabulary 
instruction, academic language instruction, differentiation and scaffolding for 
adolescents’ academic background and ability, and differentiation for adolescents’ 
cultural and linguistic backgrounds).  
 Fewer mathematics PTs knew and could teach adolescents using CARI sequencing 
to teach metacognition, differentiating for adolescent cultural and linguistic differences, 
and understanding how academic language affects school success.  Seventy percent or 
fewer of mathematics PTs responded simply “I can explain what this means” to these 
survey item. 
 A final observation from the mathematics PT data in this survey is puzzling. To the 
survey item “Orthographic knowledge and morphological relationships within words 
affect reading comprehension in math,” one-third of mathematics PTs responded “I know 
what this means but have a little trouble explaining it,” and one-third of PTs responded “I 
need more information about this.” In a research memo I noted the question, “Given 
mathematics PTs’ confidence with teaching reading comprehension as indicated in 
responses to other survey items, could the response to this survey item be due to PTs’ 
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lack of confidence about how orthographic knowledge affects reading comprehension in 
math, and about the reading theory jargon used in this item?” I discuss this issue in more 
depth in Chapter 5. 
 Music PTs results for Review your Disciplinary Reading Instruction Knowledge 
seem to indicate PT knowledge of CARI. I note here that only two music PTs gave 
consent to have their data analyzed and that only three music standards formed the 
MnBOT CARI music segment. One half of the PTs responded, “I could teach a colleague 
to apply this understanding in the design of a lesson or a unit” to all three items on the 
music CARI knowledge survey. Despite the confidence in PT teaching knowledge of 
CARI, music PTs results also indicated a need to address interactive compensatory 
processing, “one-size-fits-all” CARI, meaning situated in reader/text/context, 
appropriateness of different interpretations of text, summarization strategies, the breaking 
down of content skills for instruction, and differentiation of instructional time. 
 Music education standards for CARI comprised the smallest list of standards, while 
the next set of standards for science education PTs, were the most numerous. There were 
18 MnBOT CARI science standards.  Results for science PTs for Review your 
Disciplinary Reading Instruction Knowledge, with only two science PTs responding to 
the third post-course survey, indicated they knew and could teach 14 of the 18 MnBOT 
CARI science standards. Those standards are listed in Table 29 on the next two pages. 
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Half of science PTs (2) responded with less confidence to, “I can explain what this 
means” when responding to the remaining CARI science standards. With science PTs, 
only six of the seven needs for redesign are evident. Science PTs were confident about 
their knowledge and teaching ability regarding summarizing. 
 
 Standards Science PTs Indicated They Knew and Could Teach 
1. Know and teach the processes of word recognition, fluency, vocabulary 
knowledge, and comprehension work together to help students understand text 
and learn content. 
2. Use direct and indirect vocabulary instruction lead to enhanced general level and 
discipline-specific word knowledge. 
3. Scaffold instruction to help students who experience comprehension difficulties. 
4. Implement a wide variety of before, during, and after reading comprehension 
strategies help students to develop reading and metacognitive abilities. 
5. Teachers help students to develop critical literacy skills by encouraging them to 
question texts and to analyze texts from multiple perspectives. 
6. Teachers who use evidence-based rationale for applying print and digital 
instructional practices, methods, and materials appropriate to the cognitive level 
of all readers support developmental, cultural, and linguistic differences among 
readers. 
7. Teachers may plan instruction and select strategies that help students read and 
understand the use of different representations (literal, symbolic, graphic, digital) 
to aid underlying mathematical concepts.  
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8. Teachers may plan instruction and select strategies that help students read to 
relate what is read to relevant prior knowledge. 
9. Teachers may plan instruction and select strategies that help students read to use 
scientific knowledge to draw inferences or conclusions from facts. 
10. Teachers may plan instruction and select strategies that help students read to 
discern cause and affect relationships. 
11. Teachers may plan instruction and select strategies that help students read to 
detect fallacies in author’s evidence and to support student’s own claims with 
evidence. 
12. Teachers may plan instruction and select strategies that help students read to 
follow instructions to perform laboratory activities step by step in a disciplined 
fashion. 
13. Teachers may plan instruction and select strategies that help students read to 
explain diagrams and graphs in terms of scientific content and meaning. 
14. Teachers may plan instruction and select strategies that help students read to 
explain meaning of abbreviations and symbols. Table	  29:	  Science	  PT	  Actionable	  CARI	  Knowledge	  	  	  
  Sixty percent of SLC education PTs knew and could teach with differentiation to 
different reading abilities, and knew and could teach reading fluency, vocabulary 
development, and reading comprehension with CARI strategies and assessment. See 
Appendix U for SLC PT results from Review your Disciplinary Reading Instruction 
Knowledge.  
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  SLC PTs were less confident about the CARI concept “Teachers may implement 
evidence-based instructional strategies and assessments that provide balanced instruction 
including phonemic awareness and phonics (or symbol-sound correspondence).” Sixty 
percent of SLC PTs responded only “I can explain what this means” to this survey item. 
Compared to other content area groups, social studies PTs showed less confidence (83% 
frequency of consonance with CARI) for the role of expectations in text in reading 
comprehension, readers’ use of a variety of strategies to comprehend text and readers’ 
learning by reading widely as well as by direct instruction, the benefit of learners’ 
receiving multiple opportunities to read texts other than the textbook. As discussed earlier 
in this chapter, this lower frequency of response items may reflect some SLC PTs 
struggle with the idea that CARI instruction is appropriate for SLC and for some SLC 
PTs lack of prior experience of US pedagogy and SLC pedagogical objectives. That said 
it is interesting to note that SLC PT results showed need for redesign of CARI to address 
interactive compensatory processing, “one-size-fits-all” CARI, meaning situated in 
reader/text/context, appropriateness of different interpretations of text, summarization 
strategies, the breaking down of content skills for instruction, and differentiation of 
instructional time. 
 The last of the eight content area groups to be analyzed for the CARI post-course 
survey, Review your Disciplinary Reading Instruction Knowledge, was the social studies 
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education group.  Of all content area groups, the social studies group responded with the 
most confidence to the greatest number of survey items, while still indicating need to 
address interactive compensatory processing, “one-size-fits-all” CARI, meaning situated 
in reader/text/context, appropriateness of different interpretations of text, summarization 
strategies, the breaking down of content skills for instruction, and differentiation of 
instructional time. 
 SLC PT results from Review your Disciplinary Reading Instruction Knowledge 
included sixty percent of social studies PT expressions of relatively high confidence in 
their CARI knowledge for two survey items. Sixty percent answered, “I could teach a 
colleague to apply this understanding in the design of a lesson or a unit” to survey items 
pertaining to employing scaffolding in instruction and direct and indirect instruction of 
disciplinary vocabulary. 
 Eighty percent of social studies PTs indicated they knew and could teach that CARI 
contributes to acquisition of content area knowledge.  They also stated that they could 
teach using differentiation to address different adolescent skill levels and linguistic 
backgrounds, and that social studies teachers could help adolescents comprehend texts by 
interpreting nonlinguistic or graphic tools.  
  Sixty percent of social studies PTs indicated they knew and could teach critical 
literacy skills, differentiation of fact and opinion, and the application of critical literacy 
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skills, differentiation of fact and opinion, and interpretation of indexes and databases to 
comprehend social studies texts.  
 Responses to the survey item “The development of academic language knowledge 
and skills impacts learning and school success” were also mixed. Forty percent of social 
studies PTs I could teach a colleague to apply this understanding in the design of a lesson 
or a unit,” and forty percent responded with “I know how to apply this understanding in 
the design of a lesson or a unit.” The results here were strong but mixed. 
 Social studies PT responses to “Print processing abilities, motivation, reader's 
interest, background knowledge, cognitive abilities, knowledge of academic discourse, 
print text, and digital texts all relate to comprehension” were mixed. Twenty percent of 
PTs were very confident, responding with “I could teach a colleague to apply this 
understanding in the design of a lesson or a unit;” forty percent responded to that item 
with “I know how to apply this understanding in the design of a lesson or a unit;” and 
twenty percent responded with “I can explain what this mean.” 
 Social studies PTs were less confident about the role of orthography and 
morphology. Forty percent of PTs responded “I know what this means but have a little 
trouble explaining it” and forty percent of PTs responded “I need more information about 
this” to the survey item “Orthographic knowledge and morphological relationships within 
words affect reading comprehension in science” the same survey item that FACS PTs 
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were less than confident about. Also, social studies PT responses to “Print processing 
abilities, motivation, reader's interest, background knowledge, cognitive abilities, 
knowledge of academic discourse, print text, and digital texts all relate to 
comprehension” were mixed. Twenty percent of PTs were very confident, responding 
with “I could teach a colleague to apply this understanding in the design of a lesson or a 
unit;” forty percent responded to that item with “I know how to apply this understanding 
in the design of a lesson or a unit;” and twenty percent responded with “I can explain 
what this mean.” These results may reflect, as some social studies PTs commented, the 
perception that secondary social studies CARI focuses on word study and 
comprehension, rather than more basic components of the reading process. 
 In summary, a strong pattern was observed to develop in the analysis of the third 
post-course survey (Review your Disciplinary Reading Instruction Knowledge), one that 
was evident in the first post-course survey (Konopak-based Synthesis Course Knowledge) 
and supported by triangulation of data from the second post-course survey (Review your 
Professional Knowledge about Reading) and data from other datasets in the study. PTs in 
all content areas were confident in their CARI knowledge, and most were confident in 
their ability to teach CARI strategies represented by 22 of the 30 survey items on the 
post-course survey Review your Disciplinary Reading Instruction Knowledge), There 
were seven themes of exception to this general trend, themes that were represented by 
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
171 
eight items on that survey: interactive compensatory processing (items 5 and 6), “one-
size-fits-all” CARI (item 10), meaning situated in reader/text/context (item 12), 
appropriateness of different interpretations of text (items 13 and 14), summarization 
strategies (item 16), the breaking down of content skills for instruction (item 24), and 
differentiation of instructional time for readers of different skill levels (item 34). These 
seven themes in particular, and other themes marked for discussion, will be considered in 
the implementation chapter, Chapter 5. 
 One final pattern of note from the dialog journal data is a pattern of absence. Only 
in one PT’s journal, and then only one time, did I find any reference to guided practice of 
disciplinary reading comprehension through gradual release of instructor responsibility. I 
searched for any form of the phrases “student ownership of CARI learning,” “gradual 
release of CARI instructional responsibility,” or “nurture adolescent CARI reading 
independence,” as well as any propositions that referred to Pearson and Gallagher’s 
concept of gradual release of instructor responsibility in reading comprehension 
instruction (Pearson & Gallagher, 1983) or Rosenshine’s concept of guided practice 
(Rosenshine, 1979). Both of these concepts refer to reading comprehension instruction 
with the goal of gradually empowering readers to become independent learners, 
scaffolding the learning experience so as to enable the reader to make the skills the 
reader’s own skills.  
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 I was reminded of this concept and of Dewey’s pragmatic view of knowledge when 
I read Isolde’s February 27th dialog journal post. Isolde, a social studies PT, wrote the 
following. Italics are mine to emphasize the concept. 
 
....That could mean finding more ways to connect reading to students' personal 
interests; it could simply mean having clear goals and objectives for a unit that we 
can communicate to students, so that they know why we're reading certain articles 
or doing certain activities. That's important to me, as one of my goals as a teacher 
is to help students take more ownership over their own learning--to know where 
we're going and to participate in the learning process, rather than just showing up 
and doing activities without understanding the larger purpose. 
(Isolde, Social Studies PT, Dialog Journal Post, February 27, 2011) 
 
 While other PTs did remark on enhancing adolescent reading comprehension, 
using reading to learn content area concepts and skills, and scaffolding to help 
adolescents improve, nowhere else in the dialog journals did I note reference to guided 
practice or gradual release of responsibility.  
 
Conclusion of Interpretive analysis 
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 Interpretive analysis of course surveys, course components, and post-course 
surveys indicated that CI 5452 contained learning materials and possessed a format that 
provided PTs with opportunities to learn CARI, and that many PTs did learn how to use 
content area reading in their teaching to enhance content area learning. Research question 
1 asked, “What are the dispositions and knowledges of secondary school content area PTs 
regarding content area reading instruction (CARI) before participation in Reading in the 
Content Area for Initial Licensure Candidates, a course on CARI?” Pre-course survey 
aggregate results indicated a large majority (80%) of PT responses were consonant with 
those of CI 5452 instructors. PT responses indicated likely prior knowledge of the	  importance	  of	  clear	  modeling	  of	  disciplinary	  reading	  skills,	  the	  value	  of	  discussion	  to	  activate	  background	  knowledge	  before	  reading,	  the	  value	  of	  providing	  multiple	  opportunities	  to	  read	  a	  variety	  of	  texts,	  and	  the	  importance	  of	  instruction	  that	  addresses	  varying	  student	  abilities	  and	  skills.	  PT	  responses	  did	  not,	  however,	  indicate	  likely	  prior	  knowledge	  of	  appropriate	  strategies	  for	  summarizing	  or	  for	  equitable	  distribution	  of	  teacher	  instructional	  time	  across	  content	  area	  reading	  skill	  levels.	  	   Pre-­‐course	  survey	  results	  by	  program	  area	  yielded	  three	  themes.	  First,	  PT	  responses	  indicated	  that	  PTs	  arrived	  in	  CI	  5452	  with	  knowledge	  that	  opportunities	  for	  learners	  to	  read	  a	  variety	  of	  texts	  in	  the	  content	  area	  may	  enhance	  reading	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comprehension	  skills,	  but	  PT	  responses	  in	  the	  physical	  education	  group	  were	  less	  frequent	  in	  this	  regard.	  Second,	  PT	  response	  frequencies	  from	  all	  content	  area	  groups	  except	  SLC	  indicated	  knowledge	  of	  the	  efficacy	  of	  adult	  modeling	  of	  reading	  comprehension	  skills.	  	  Third,	  PT	  response	  frequencies	  from	  all	  content	  area	  groups	  except	  social	  studies	  indicated	  that	  PTs	  did	  not	  have	  prior	  knowledge	  of	  summarizing	  strategies	  or	  of	  the	  disciplinary	  nature	  of	  interpretation	  of	  texts.	  	   Research	  question	  2	  asked,	  “What are the components of the online course 
Reading in the Content Area for Initial Licensure Candidates (CI 5452), and how were 
they designed to effectively prepare secondary school PTs in CARI? Analysis of the 
course syllabi, learning activities, and learning materials provided a match to MN BOT 
requirements that reading education courses provide knowledge of comprehensive 
scientifically based reading instruction. And analysis of course design documents now on 
file with the Minnesota Board of Teaching indicate matches between MN BOT 
requirements for the various content area’s reading requirements in teacher education and 
the provisions of CI 5452. 
 Research question 3 asked, “How do course components and online learning 
environment impact secondary school content area PTs’ disposition and knowledge of 
CARI?” Analysis results indicate many PTs were able to increase their knowledge of 
CARI. PTs in Concurrent enrollment in CI 5452 and a practicum that allowed 
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implementation of CARI practices enhanced this learning, especially among FACS PTs, 
music PTs, and social studies PTs. CI 5452 learning materials such as research articles, 
videocasts and podcasts were effective means for instructing PTs in basic knowledge of 
reading process, assessment for CARI, and CARI lesson planning. PTs found the 
application assignments to be among the most helpful CI 5452 activities for constructing 
knowledge and integrating CARI into their practice. 
 Positive dispositions toward CARI increased as PTs engaged with course material 
across the semester. As with increase in PT CARI knowledge, increase in CARI positive 
disposition was most affected by PT participation in hands-on, classroom opportunities 
for trying out and reflecting on CARI instructional strategies. Music PTs and SLC PTs 
exhibited the most pronounced negative dispositions toward CARI for their content areas. 
Both groups indicated a reduction in that negative disposition, however the musical-
performance oriented learning objectives in music classrooms and the prior educational 
experience and pedagogical terminology of some SLC PTs seemed ultimately to preclude 
an overall positive disposition towards CARI for those PTs. 
 Significant to discussions of future CARI course design, one course learning 
material item surpassed all others in terms of positive comments and posts: the list of 
possible middle school and high school class activities and assignments that are CARI 
related, including the following suggestions for music PTs: “One can read print 
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(electronic or paper) about a variety of music-related and music-enhancing topics. One 
can also write about these music and these topics. Several ideas follow…Examples of 
musical critiques from newspaper, online, zines, blogs, etc. (compare rock with classical, 
e.g.)…Read about how to fund music hobbies, music careers; the business side of music; 
public relations for orchestras/opera companies/etc. in hard economic times…Read 
essays by musical ‘greats’ (musicians, philosophers, critics, fans, etc.)…Read ‘scientific’ 
essays or books on music: psychology, physiology, ‘music soothes the savage breast,’ 
‘music helps your baby learn,’ ‘music doesn't help your baby learn.’ 	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Chapter	  Five:	  Implication	  of	  Findings	  
Introduction	  
 As I wrote Chapter Five I reviewed study findings, considered interpretations of 
analyses, and then presented my conclusions and recommendations for content area 
reading instruction (CARI) practice. I did so by first considering two sets of interpretive 
themes: findings of interest with implications for future course design, and findings that 
yield ideas for possible revisions of the current CI 5452 course design and format. 
Second, in each stage, I constructed conclusions for future research and future course 
design. I drew connections based on student statements, between objectives and 
outcomes, and possible links between components, online learning, and preservice 
teacher (PT) CARI.  Discussion was focused on the following sensitizing concepts 
generated from the study: course impact on PT CARI dispositions and PT CARI 
knowledge, contributions of course design to PT learning, and challenges of course 
design in meeting specific disciplinary area PT needs and university program 
complexities. As I generated conclusions and implications from my study, I asked myself 
questions such as “What helped PTs learn and what hindered PTs learning?“ “What 
surprises did I find in the PTs’ perspectives about CI 5452?” and, “What questions were 
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raised for me as a teacher educator who works to prepare middle and high school future 
teachers in the area of CARI?”  	  
 While considering themes that gave rise to future research ideas and to course 
revision ideas, I reflected on the Deweyan pragmatist perspective of knowledge and 
practice. The process of this dissertation was intended as a problem-solving inquiry to be 
shared with, and collaborated upon, by educators. It was not intended to be a freestanding 
document. Ultimately, this study is one step in the inquiry/practice dynamic. The study is 
incomplete until it engaged with by an educator who is problem -solving in order to 
develop new patterns of action to address specific instances of teaching and learning. My 
final conclusions also contain plans to further bolster my inquiry with study of Dewey’s 
consideration of values as integral dynamics in knowledge .  This includes such questions 
as:  How can I also find out through my inquiry,  “whether what is possible is achievable 
and also whether achieving it is desirable” (Biesta & Burbules, 2003)  -- and specifically 
whether this is desirable from a perspective on CARI for preservice teachers.	  	  
Finding of Interest: PT Prior Knowledges of Some CARI Principles and Strategies 
 One finding of interest for educators who wish to design a CARI course for content 
area PTs is the indication of PT prior knowledge of some CARI principles and strategies. 
This finding arises from data from the 219 participants in the pre-course CARI surveys, 
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the 58 post-course CARI surveys, and across all 21 PT dialog journals. PT data indicated 
that such basic CARI knowledge as pre-reading activation of background knowledge and 
awareness of the value of student engagement in content area reading were present. 
Exceptions from this finding, principles and strategies that did not appear to be present in 
PT prior knowledges before taking CI 5452, were the knowledges that different 
interpretations of a text were appropriate given disciplinary objectives, knowledge of and 
strategies for working with interactive compensatory processing of text, and the 
instructional effectiveness of providing equitable instructional time for adolescents of all 
reading levels (as opposed to devoting more instructional time to work with those of 
lower reading ability).  	  
 Implications of this finding are that CARI course designers and instructors may 
capitalize on this prior knowledge, devoting a greater portion of instructional materials 
and instructional activities to increase principles and strategies of CARI knowledge not 
yet integrated into PTs pedagogical inventories. Analysis from this study suggest that in 
order to accomplish this, it may be helpful for CARI course designers to first design a 
modular CARI course that PTs to learn and to practice instruction with each component 
of the reading process. Modules for this course will include instructional implications of 
instruction-focused theories of reading such as Stanovich’s interactive compensatory 
process (Stanovich, 1984), theories and strategies for engagement/interest/motivation in 
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content area reading (Alderman, 2004; Paris & Paris., 2001;Schell, Melton, Woodruff, & 
Corbin, 2004), and content area-related reading processes and strategies (Borasi & Siegel, 
2000; Edwards & Eisenhart, 2002; Massey & Heafner, 2004). Once a modular CARI 
curriculum is created, CARI course designers may then develop and vet a pre-course 
survey instrument to determine PT CARI knowledge. Based on the results of such a 
survey, CARI course designers can then tailor the prepared curriculum for each 
semester’s iteration of the course to optimize PT learning, taking into account PT prior 
knowledge that semester.  The development and piloting of a pre-course survey 
instrument is one of the possible directions of further research arising from this study.	  	  
Finding of Interest: CI 5452 effective in preparing PTs for CARI (Knowledge) 
 Effectiveness of CI 5352 for preparing CTs was indicated by analysis of 219 pre-
course surveys and 58 post-course surveys. PT responses were consonant with 87% of the 
CARI knowledge items on the post-course survey, 13 of the 15 items.  Sixty-two percent 
or more of PTs responded as CI 5452 course instructors responded to these 13 items, 
indicating that the PTs likely had knowledge of these CARI processes and strategies. 
Items for which a majority of PTs answers were not in consonance with those of CI 5452 
instructors, responses that indicated a likely lack of CARI knowledge in these areas, are 
included in Tables 30 and 31 below. CI 5452 instructor response and explanation are 
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included below each response. The remaining survey items were items whose content 
was not addressed in the CI 5452 course.	  	  
12. The meaning of a text is usually a joint product of reader knowledge and text 
information. 	  
Instructors: Disagree	  
Explanation: Meaning is usually a joint product of reader, text, and context. 
Context includes instructional context and sociocultural context.	  Table	  30:	  Item	  12,	  "The	  meaning	  of	  a	  ext	  is	  uually	  ajoing	  product	  of	  reader	  knowledge	  and	  text	  information."	  
21. Students learn content best when the material is broken down into specific skills 
to be taught by teachers	  
Instructors: Disagree	  
Explanation: Students learn content best when instruction is differentiated for 
student learning in the context the academic discipline, sociocultural context, and 
student learning needs.	  
 Table	  31:	  Item	  21,	  "Students	  learn	  content	  best	  when	  the	  material	  is	  broken	  down	  into	  specific	  skills." 	  	  
 Because of this, CARI course designers and instructors may benefit from drawing 
on the design and format of CI 5452 for a new course. Given PT postings in dialog 
journals and group discussions about the benefit of PT opportunities for classroom 
implementation of CARI knowledge learned in CI 5452, it is also likely that CARI course 
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
182 
designers will benefit from collaborating with content area program educators to arrange 
for PTs to have CARI classroom instructional experiences that focus on enhancing 
content area reading comprehension through material choice and instruction. Action 
research study of particular content area/disciplinary CARI instruction with disciplinary 
instructors (instructor and student dispositions and knowledges, CARI planning, 
materials, strategies, assessments, activities) is one possible direction of further research 
arising from this dissertation study.	  
 
Finding of Interest: CI 5452 effective in preparing PTs for CARI (Dispositions) 
 PTs developed more positive dispositions toward CARI when they applied CARI 
strategies with instructional activities in classroom settings. PTs who were able to 
schedule a practica or had opportunity to implement CARI during CI 5452 were PTs who 
showed the most positive change in disposition with indications of increased appreciation 
of the role of CARI in content area learning. This finding was indicated by the 21 sets of 
dialog journal postings, sets of group discussions from the eight content area groups, and 
instructor notes, especially those from office hour discussions with PTs.	  
 As with the previous section, implications of this finding center on the idea that 
CARI course design will be improved as content area experts and disciplinary experts 
collaborate. As they work to implement CARI during scheduled classroom visits and to 
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integrate CARI into student teaching practica, CARI educators and content area educators 
may discover scheduling and logistics that enhance many aspects of PT preparation. Joint 
study of current and planned PT education programs at colleges and universities by CARI 
researchers, content area teacher education researchers, and general teacher education 
researchers is one possible direction of further research arising from this dissertation 
study.	  	  
Possible revisions to CI 5452 
Analysis mentioned in Chapter 4 show that while aggregate post-course data indicate 
a majority of PTs gained CARI knowledge, such gains were not universally evident 
across all individual PT dialog journal data or across survey data for all CARI items. 
Evidence of incomplete gains was also observed across group discussion datasets and 
content area group datasets for all CARI items. The current qualitative study does not 
allow for a statistically relevant determination of the completeness of these gains or 
statistically relevant determination by content area group, however, seven clear themes of 
incomplete CARI knowledge were evident. Those themes are presented in Table 32 on 
the following page..	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   CARI item	   Possible revision to enhance PT CARI knowledge	  
1	   Reading process is interactive and 
compensatory.	   Present research and media on this concept.	  
2	   Differentiation of CARI across 
CARI courses for PTs.	   Develop assignments, journal, or discussion that provide opportunity for this, or integrate 
into present assignments.	  
3	   Meaning in reading is located in reader, text, and context(Moje, 
Dillon, & O’Brien, 2000).	   Present research and media on this concept..	  
4	   Disciplinary learning objectives make various interpretation of text 
appropriate	   Develop media, reading, and assignments, discussion that provide opportunity for this or integrate into present assignments.	  
5	   Summarizing is “getting the gist.”	   Spiral research and practice of this throughout 
course, in assignments, in discussions.	  
6	   Breaking content into skills is 
useful for instruction.	   Collaborate with content area program educators to support their teaching of this 
foundational strategy.	  
7	   CARI instructional time with individuals or groups must be 
differentiated equitably.	   Collaborate with content area program educators to support their teaching of this foundational strategy.	  Table	  32:	  Themes	  of	  Incomplete	  CARI	  Knowledge	  	  
Post-course surveys indicated that some PTs did not yet know that readers with 
difficulties with one component of the reading process might compensate with other 
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components as they read content area material; that is, some PTs did not know the 
practical implications of interactive compensatory processing (Item 1, Table 32 above).  
This was evident despite PTs knowledge of basic components of the reading process 
(phonemic awareness, phonics, fluency, vocabulary, and comprehension), which were 
indicated in surveys and in dialog journal posts, office hour notes, and group discussion 
posts. Revision to address this theme in future iterations of CI 5452 might include the 
presentation of research that addresses the interactive compensatory model of the reading 
process  (ICP) via videocasts or podcasts that address Stanovich’s theory from the 
perspective of the various content area programs in the teacher education program (for 
example, agriculture education, ELA education, and science education). Such 
presentations would focus on the ways in which theoretical knowledge enhances 
instruction of PTs in CARI for each program area. PTs could then select the videocast or 
podcast pertaining to their own content area(s). Alternatively, if more convenient for 
disciplinary teacher educators, the videocasts or podcasts could be implemented in the 
online, hybrid, or seat class course for that discipline.   Study of theory and practice of 
integration of ICP into CARI in the various disciplines, as well as study of instructional 
strategies for ICP in the disciplines, are possible directions of further research arising 
from this.	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Likewise, as seen in item 3 in Table 32 on the previous page, some PTs indicated a 
lack of knowledge of reading theory and instructional implications of the theory that 
meaning is located in readers, texts, and context (Moje et al., 2000). As also seen item 4 
in Table 32 on the previous page, the theme that some PTs did not know that disciplinary 
objectives make various interpretations of text appropriate was evident as well. Taken 
together, these two themes point to a need to incorporate more material and instruction 
about the importance of context of disciplinary thought and disciplinary objectives in 
presentation of CARI to PTs. Instructor notes and communication suggest that the 
logistics and time constraints of the current one or two-credit course format for CI 5452 
precluded addressing disciplinary epistemology and disciplinary academic inquiry, the 
foundations of the context and interpretation. For this reason, along with study of theory 
and practice of disciplinary contexts and disciplinary interpretation, further research to 
support the revision of a course like CI 5452 would benefit from the inclusion of study of 
ways to incorporate CARI in a course of 3 credits or more, or of determining an 
innovative means for incorporating CARI into current or new plans for PT education..	  
Two other themes of instructional strategies not learned by some PTs were the 
determination of when and how to break disciplinary content into skills useful for 
instruction (item 6, Table 32) and the determination of when and how to differentiate 
CARI instruction for learners of various ability levels (item 7, Table 32).  Research to 
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improve CI 5452 in this regard may include action research or research on collaboration 
with content area program educators to support their teaching of these foundational 
instructional strategies. Necessary preliminaries for such studies would be research into 
current disciplinary area PT education in those instructional strategies and the 
implementation of the strategies in classrooms.	  
The remaining theme of instructional strategies not learned by PTs from Table 32 
(item 5), was that of appropriate and effective strategies for summarizing in disciplinary 
reading. Some PT data in dialog journals and surveys indicated that PT conception of 
summarizing was one of repeating what was read, rather than of synthesizing the gist of 
what is read. As with the themes of instruction of content area skills and differentiation of 
instruction, research to improve CARI in this regard may include action research or 
research on collaboration with content area program educators to support their teaching 
of these foundational instructional strategies, and preliminaries of that research include 
research into current disciplinary area PT education in summarizing strategies in the 
content areas and the implementation of those strategies in classrooms.	  
One theme was not included in Table 32 because it was a theme that was not 
emphasized in CI 5452, yet it is essential to instruction. Analysis of dialog journals and 
group discussions showed that some PTs had not yet grasped instructional strategies for  
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-- nor indeed the instructional importance of -- Gradual Release of Responsibility in 
instruction (GRR) (Pearson & Gallagher, 1983) or the learning objective of independent 
reading with CARI strategies. While PTs did know many of the processes and strategies 
associated with CARI, data from many PTs indicated they did not yet perceive as a 
priority or integrate into planning or instruction scaffolding of CARI with the intention of 
equipping readers to independently read to learn content or skills. CARI educators may 
address this in future versions of CI 5452 by developing assignments, journal, or 
discussion that provide opportunity for implementation of GRR, or integrate steps to 
enhance independent learning into present assignments.  Development of materials and 
assignments that accomplish this and piloting of such items are possible directions of 
further research arising from this finding. 	  
Conclusions from this Study	  
CI 5452 was found to be an effective means for improving PT dispositions 
regarding CARI and in growing PT CARI knowledge, and study of the spring 2011 
semester CI 5452 has yielded ideas for increasing that effectiveness. From my 
perspective as researcher and instructor, the most vital of these ideas for increasing 
effectiveness of a CARI course like CI 5452 are those that focus on optimizing and 
increasing opportunities for PTs to implement CARI in classroom teaching situations like 
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those the PTs will see in their future careers, and doing so through collaboration with 
discipline area experts. Such collaboration can take the form of: a) qualitative research or 
collaborative research with disciplinary teachers at the postsecondary or secondary levels. 
b) action research with disciplinary educators on development of CARI instructional 
strategies and activities for online courses, hybrid courses, and/or seat-class courses, or c) 
research involving piloting of CARI instructional strategies or programs, and other 
research suggested by the aforementioned. Future research collaboration must take into 
account the realities faced by CARI educators: logistical constraints of time, funding, 
personnel, materials, technology, scheduling, and difficulties in procuring practica sites. 
Future research must also be actualized with the knowledge that the experience and 
knowledge of disciplinary experts are indispensable. A co-teaching model may prove to 
be effective. That is, CARI instruction will be improved when universities implement a 
team teaching approach with CARI faculty and disciplinary experts from content area 
faculty. 
 
Implications for Future Research and Plans for a New CARI Course 
 This study can be improved by a more comprehensive analysis, situated in 
sociological framework, of teacher and student experience. This improvement is 
suggested from review of data, methodology, and results. The current study’s focus was 
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
190 
on individual PT and content area group PT dispositions and knowledges of CARI, 
situated in a sociocognitive theoretical framework. Because of this the study did not 
explicitly attend to results in terms of sociocultural categories of experience. Such 
sociocultural categories of experience include PTs self-identifications of gender, sexual 
orientation, ethnicity and race, socioeconomic status, dis/ability, or educational 
experience. Attention to these categories of experience will yield a richer analysis of the 
course, providing the opportunity for suggestions for sociocultural improvements in 
addition to the sociocognitive improvements suggested by the current study.    
 Study of these categories of experience can further enrich research and instruction 
when that study is grounded in one final component of CARI: disciplinary literacy 
processes. Disciplinary literacy processes can require PTs and learners to become aware 
of their own literate identities, processes, and practices as well as the sociocultural, 
sociocognitive, and linguistic practices of the disciplines (Moje et al., 2004; Moje, 2007; 
Moje, Stockdill, Kim, & Kim, 2011). Attention to disciplinary literacy processes holds 
promise for enhancing the collaboration between CARI faculty and disciplinary faculty 
because such attention requires study and integration of PT and learner identities and 
literacy practices with sociocultural and linguistic practices of the disciplines. In so 
doing, attention to disciplinary literacy processes provides an opportunity for educators to 
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contribute to what Moje calls socially just subject matter instruction and teaching for 
social justice (Moje, 2007).  
 Given the above outline for further CARI research, my experience as CARI 
instructor and researcher, and the experience in the intervening year with a hybrid CARI 
course, I have drafted a tentative plan for my ideal CARI course. The course would be 
developed after I established a CARI research base, synthesizing CARI research from the 
sociocognitive perspective and the sociocultural perspective	  (Purcell-Gates, Jacobson, & 
Degener, 2004) for each of the content area programs represented in the university. The 
research would examine each discipline through expert interviews, qualitative study, and 
action research. Teacher and learner experience would be analyzed in terms of gender, 
race and ethnicity, sexual orientation, socioeconomic status, dis/ability, and educational 
experience. Components of CARI included in the study would include content area 
reading theory, CARI practices, CARI assignments and assessments (summative and 
formative) in content area instruction, engagement and motivation in content area 
instruction, content area reading instruction practices in secondary and elementary 
settings, CARI materials, and technology and CARI instruction. 
 Building on this study, drawing on the research described above and new research 
in the field, the proposed course itself would be delivered in hybrid or seat-class format, 
depending on needs of the PTs and the university. Additionally, so that full use of all 
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content area observations and practica may be incorporated into CARI instruction, the 
course would be taught entirely within the structure of the content area programs, or, if 
necessary, as a stand-alone course scheduled concurrently with content area methodology 
courses. The course would emphasize training PTs in gradual release of responsibility in 
CARI so that the learning objective of the course, and one of the learning objectives of 
the content area programs, would be that of helping students to become independent 
learners through practices of disciplinary reading. Finally, by implementing principles of 
disciplinary literacy for social justice, as educators collaborate to create this course, they 
can develop instruction that equips learners to “analyze how others have represented 
knowledge and therefore to assess truth claims, and with that analytic power in hand, the 
ability to challenge longstanding…claims to knowledge and…to produce new knowledge 
that benefits society” (Moje, 2007).	    
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
193 
References	  
 
Alderman, M. K. (2004). Motivation for achievement: Possibilities for teaching and 
learning. Mahwah, NJ: Lawrence Erlbaum Associates. Alvermann,	  D.	  E.,	  &	  Guthrie,	  J.	  T.	  (1993).	  Themes	  and	  directions	  of	  the	  National	  Reading	  Research	  Center.	  	  Athens,	  GA:	  National	  Research	  Center.	  Alvermann,	  D.	  E.,	  Phelps,	  S.,	  &	  Ridgeway,	  V.	  G.	  (2010).	  Content	  area	  reading	  and	  
literacy:	  succeeding	  in	  today’s	  diverse	  classrooms	  (6th	  ed.).	  Boston:	  Allyn	  &	  Bacon.	  	  Barab,	  S.	  A.,	  Kling,	  R.,	  &	  Gray,	  J.	  H.	  (2004).	  Designing	  for	  virtual	  commuities	  in	  the	  
service	  of	  learning.	  New	  York:	  Cambridge	  University	  Press.	  	  Biesta,	  G.	  J.	  J.,	  &	  Burbules,	  N.	  C.	  (2003).	  Pragmatism	  and	  educational	  research.	  Lanham,	  MD:	  Rowman	  and	  Littlefield.	  	  Borasi,	  R.,	  &	  Siegel,	  M.	  A.	  (2000).	  Reading	  counts:	  Expanding	  the	  role	  of	  reading	  in	  
mathematics	  classrooms.	  New	  York:	  Teachers	  College	  Press.	  	  Collison,	  G.,	  Elbaum,	  B.,	  Haavind,	  S.,	  &	  Tinker,	  R.	  (2000).	  Facilitating	  online	  learning:	  
Effective	  strategies	  for	  moderators.	  	  Edwards,	  L.,	  &	  Eisenhart,	  M.	  (2002,	  November).	  Middle	  school	  latinas	  studying	  
science:	  Using	  valued	  identities	  to	  enhance	  engagement.	  Proceedings	  from	  Paper	  presented	  at	  the	  American	  Anthropological	  Association,	  New	  Orleans,	  LA.	  Erickson,	  F.	  (1986).	  Qualitative	  methods	  in	  research	  on	  teaching.	  In	  M.	  Wittrock	  (Ed.),	  Handbook	  of	  research	  on	  teaching	  (Vol.	  3,	  pp.	  119-­‐161).	  New	  York:	  MacMillan.	  	  Fisher,	  D.,	  Frey,	  N.,	  &	  Ross,	  D.	  (2009).	  Comprehension	  is	  more	  than	  a	  strategy.	  In	  K.	  D.	  Wood	  &	  W.	  E.	  Blanton	  (Eds.),	  Literacy	  instruction	  for	  adolescents	  (pp.	  328-­‐343).	  New	  York:	  Guilford.	  	  Graves,	  M.	  F.	  (2006).	  The	  vocabulary	  book:	  Learning	  and	  instruction.	  	  Leinhardt,	  G.,	  &	  Smith,	  D.	  L.	  (1984).	  Expertise	  in	  mathematic	  instruction:	  Subject	  matter	  knowledge.	  Journal	  of	  Educational	  Psychology,	  77,	  247-­‐271.	  	  Massey,	  D.	  D.,	  &	  Heafner,	  T.	  L.	  (2004).	  Promoting	  reading	  comprehension	  in	  social	  studies.	  Journal	  of	  Adolescent	  and	  Adult	  Literacy,	  48(1),	  26-­‐40.	  	  Minnesota	  Board	  of	  Teaching.	  (2012).	  Minnesota	  administrative	  rules:	  Chapter	  8710,	  Teacher	  and	  other	  school	  professional	  licensing,	  Teacher	  standards	  8710.3310-­‐8710.4900.	  Retrieved	  May	  29,	  2012	  from	  https://www.revisor.mn.gov/rules/?id=8710	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
194 
Moje,	  E.	  B.	  (2007).	  Developing	  socially	  just	  subject-­‐matter	  instruction:	  A	  review	  of	  the	  literature	  on	  disciplinary	  literacy	  teaching.	  Reivew	  of	  Research	  in	  Education,	  
31,	  1-­‐44.	  	  Moje,	  E.	  B.,	  Sutherland,	  L.	  M.,	  Cleveland,	  T.,	  &	  Heitzman,	  M.	  (2010).	  Integrating	  literacy	  instruction	  into	  secondary	  school	  science	  inquiry:	  The	  challenges	  of	  disciplinary	  literacy	  teaching	  and	  professional	  development.	  	  Moje,	  E.	  B.	  (2008a).	  Foregrounding	  the	  disciplines	  in	  secondary	  literacy	  teaching	  and	  learning:	  A	  call	  for	  change.	  Journal	  of	  Adolescent	  and	  Adult	  Literacy,	  52(2),	  96-­‐107.	  	  Moje,	  E.	  B.	  (2008b).	  Responsive	  literacy	  teaching	  in	  secondary	  school	  content	  areas.	  In	  M.	  W.	  Conley,	  J.	  R.	  Freidhoff,	  M.	  B.	  Sherry,	  &	  S.	  F.	  Tuckey	  (Eds.),	  Meeting	  the	  
challenge	  of	  adolescent	  literacy	  (pp.	  58-­‐87).	  New	  York:	  Guilford.	  	  Moje,	  E.	  B.	  (2006).	  Good	  content	  area	  literacy	  instruction:	  What	  does	  it	  look	  like?	  Moje,	  E.	  B.,	  Stockdill,	  D.,	  Kim,	  K.,	  &	  Kim,	  H.	  (2011).	  The	  role	  of	  text	  in	  disciplinary	  learning.	  In	  M.	  L.	  Kamil,	  D.	  P.	  Pearson,	  E.	  B.	  Moje,	  &	  P.	  P.	  Afflerbach	  (Eds.),	  
Handbook	  of	  reading	  research	  volume	  IV	  (pp.	  452-­‐486).	  New	  York:	  Routledge.	  	  O'Brien,	  D.G.	  (2010).	  Board	  of	  Teaching	  material	  to	  Jane:	  Documenting	  CI	  5452	  syllabi	  match	  with	  Minnesota	  Board	  of	  Teaching	  standards.	  	  Office	  of	  the	  Revisor	  of	  Statutes,	  State	  of	  Minnesota.	  (2006).	  122.A06	  Definitions,	  Subd.	  4.Comprehensive,	  scientifically	  based	  reading	  instruction.	  2006	  
Minnesota	  Statutes,	  Subdivision	  4.	  Retrieved	  from	  https://www.revisor.mn.gov/statutes/?id=122A.06	  
Paris, S. G., & Paris, A. H. (2001). Classroom Applications of Research on Self-
Regulated Learning. Educational Psychologist, 36(2), 89.  Pearson,	  P.	  D.,	  &	  Gallagher,	  M.	  C.	  (1983).	  The	  instruction	  of	  reading	  comprehension.	  
Contemporary	  Educational	  Psychology,	  8,	  317-­‐344.	  	  Pearson,	  P.	  D.,	  Moje,	  E.	  B.,	  &	  Greenleaf,	  C.	  (2010).	  Literacy	  and	  science:	  Each	  in	  the	  service	  of	  the	  other.	  Science,	  328,	  459-­‐462.	  	  Pressley,	  M.	  (2006).	  Reading	  instruction	  that	  works:	  The	  case	  for	  balanced	  teaching	  (3rd	  ed.).	  Solving	  problems	  in	  the	  teaching	  of	  literacy.	  	  Rosenshine,	  V.	  (1979).	  Content,	  time,	  and	  direct	  instruction.	  In	  H.	  J.	  Walberg	  &	  P.	  Peterson.	  Berkeley,	  CA:	  McCutchan.	  	  
Schell, K. L., Melton, E. C., Woodruff, A., & Corbin, G. B. (2004). Self-regulation, 
Engagement, Motivation, and Performance in a Simulated Quality Control Task. 
Psychological Reports., Print(3,Pt1), 944-954.	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
195 
Stanovich,	  K.	  E.	  (1984).	  The	  interactive-­‐compensatory	  model	  of	  reading:	  A	  confluence	  of	  developmental,	  experimental,	  and	  educational	  psychology.	  
Remedial	  and	  Special	  Education,	  5(3),	  11-­‐19.	  	  Taylor,	  B.	  M.,	  &	  Ysseldyke,	  J.	  E.	  (Eds.).	  (2007).	  Effective	  instruction	  for	  struggling	  
readers,	  K-­‐6.	  New	  York:	  Teachers	  College	  Press.	  Wineburg,	  S.,	  &	  Martin,	  D.	  (2004).	  Reading	  and	  rewriting	  history.	  Educational	  
Leadership,	  62(1),	  62.	  	  Yore,	  L.	  D.,	  Pimm,	  D.,	  &	  Tuan,	  H.-­‐L.	  (2007).	  The	  literacy	  component	  of	  mathematical	  and	  scientific	  literacy.	  International	  Journal	  of	  Mathematical	  and	  Scientific	  
Literacy,	  v.5,	  no.	  4,	  559-­‐589.	  	  	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
196 
Appendix	  A:	  Research	  Questions	  and	  Data	  Sources	  	  
 
 
Research	  Question 
 
 
Data	  Source:	  Course	  Artifact 
 
1. What are the dispositions and knowledges of 
secondary school content area PTs regarding 
content area reading instruction (CARI) before 
participation in Reading in the Content Area for 
Initial Licensure Candidates, a course on CARI? 
Pre-­‐course	  Survey	  
    
2. What are the components of the online course 
Reading in the Content Area for Initial Licensure 
Candidates (CI 5452), and how were they 
designed to effectively prepare secondary school 
PTs in CARI? 
           
Course	  Designer	  Notes	  Instructor	  Email	  Instructor	  Notes	  Instructor	  Email	  with	  PTs	  Syllabi Course	  Moodle	  Site	  Course	  Readings	  Course	  Media	  and	  Quizzes	  Application	  Assignment	  Documents	  PT	  Dialog	  Journal	  Posts PT	  Group	  Discussion	  Posts 
          
 
3. How do course components and online learning 
environment impact secondary school content area 
PTs’ disposition and knowledge of CARI? 
      
 Post-­‐course	  Survey	  1	  (Pre-­‐Course	  Survey) Post-­‐Course	  Survey	  2	  :	  Review your Professional 
Knowledge about Reading Post-­‐Course	  Survey	  3:	  eview your Professional 
Knowledge about Reading Course	  Artifacts	  for	  Research	  Question	  2 
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Appendix	  B:	  Pre-­‐course	  Survey	  
 
Item Statement 
Category 
of beliefs 
about 
reading 
Reading 
model 
Dispositio
n or 
knowledg
e 
Consonant 
with CI 5452 
5 
Before students can comprehend 
a text, they must be able to 
recognize all the words and/or 
symbols in a textbook page. 
process text-based 
knowled
ge Agree 
6 
Students’ background knowledge 
and experience play a major role 
in their comprehension of a text. 
process reader-based 
knowled
ge Agree 
7 
Students who are weak at word-
recognition skills usually cannot 
compensate for this weakness 
with other components of the 
reading process. 
process text-based 
knowled
ge Disagree 
8 
Before students read a text, it is 
often useful for them to discuss 
experiences involving the topic 
being studied. 
process reader-based 
knowled
ge Agree 
9 
There is usually only one 
acceptable answer to a question 
from a text. 
process text-based 
knowled
ge Disagree 
10 
Teachers should normally 
provide instruction aimed at 
developing all components of the 
reading process. 
process interactive 
dispositi
on Disagree 
11 
If students are weak in one 
component important to the 
comprehension process, it is still 
possible for them to read and 
comprehend a text. 
process interactive 
knowled
ge Agree 
12 
The meaning of a text is usually a 
joint product of reader 
knowledge and text information. 
process interactive 
knowled
ge Agree 
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13 
Teachers should normally expect 
and encourage students to have 
different interpretations of a text. 
process reader-based 
dispositi
on Agree 
14 
If readers do not comprehend a 
text in the way an author 
intended, we usually say they 
have misunderstood the text. 
process text-based 
knowled
ge Disagree 	   	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
200 
Item Statement 
Category 
of beliefs 
about 
reading 
Reading 
Model 
Disposition 
or 
knowledge 
Consona
nt with 
CI 5452 
15 
Teachers should normally discuss 
with students what they know about 
a topic before they begin reading a 
text. 
process reader-based 
dispositi
on Agree 
16 
When students summarize a text, 
they should usually restate what the 
text says. 
process text-based 
dispositi
on Disagree 
17 
Expectations about a text topic are 
often as important as accurate 
recognition of words during the 
reading process. 
process interactive 
knowled
ge Agree 
18 
Readers use a variety of strategies 
as they read a text – from sounding 
out unfamiliar words to guessing 
familiar words in rich context. 
process interactive 
knowled
ge Agree 
19 
The best readers of a text are those 
who have learned to predict 
upcoming text. 
process reader-based 
knowled
ge Disagree 
20 
It is important for content teachers 
to provide clear, precise 
presentations during skill 
instruction. 
develop
ment 
text-
based 
dispositi
on Agree 
21 
Students should receive many 
opportunities to read materials 
other than the textbook in the 
content areas (e.g., newspapers, 
literature, magazines). 
develop
ment 
reader-
based 
dispositi
on Agree 
22 de development 
interacti
ve 
dispositi
on Agree 
23 
Reading, writing, speaking, and 
listening are closely related 
learning processes. 
develop
ment 
reader-
based 
knowled
ge Agree 
24 Students learn content best when develop text- knowled Disagree 
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the material is broken down into 
specific skills to be taught by 
teachers. 
ment based ge 
25 
Students should be tested 
frequently to determine if they have 
mastered what was taught by 
teachers 
develop
ment 
text-
based 
dispositi
on Disagree 	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Item Statement 
Category 
of beliefs 
about 
reading 
Reading 
Model 
Disposition 
or 
knowledge 
Consona
nt with 
CI 5452 
26 
Some students learn best by reading 
widely and often; others learn best 
through direct instruction. 
develop
ment 
interacti
ve 
knowledg
e Agree 
27 
Teachers should model how to 
learn from text material so that 
students gradually acquire their 
own independent reading strategies. 
develop
ment 
reader-
based 
dispositio
n Agree 
28 
Opportunities should be created in 
the content areas to encourage 
students to read. 
develop
ment 
reader-
based 
dispositio
n Agree 
29 
Not all poor readers benefit from 
more direct and structured learning 
experiences. 
develop
ment 
interacti
ve 
knowledg
e Agree 
30 
Teachers should have a list of 
reading skills appropriate for their 
content area and made certain that 
students learn these skills. 
develop
ment 
text-
based 
dispositio
n Agree 
31 
Much of what is learned in the 
content areas can be attributed to 
what is taught by the teacher 
develop
ment 
text-
based 
knowledg
e 
Disagre
e 
32 
It is important to consider students’ 
differing reading abilities when 
selecting and using text materials. 
develop
ment 
interacti
ve 
dispositio
n Agree 
33 
Students can acquire a great deal of 
knowledge about learning to learn 
through adult models. 
develop
ment 
reader-
based 
knowledg
e 
Disagre
e 
34 
Teachers should generally spend 
more time working with less 
proficient readers than with more 
proficient readers 
develop
ment 
interacti
ve 
dispositio
n 
Disagre
e 
 
 
	  
Running head: CONTENT AREA READING FOR SECONDARY TEACHER  
CANDIDATES 
 
	  
203 
Appendix	  C:	  Course	  Syllabi
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Appendix	  D:	  Course	  Moodle	  Outline	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Appendix	  E:	  Course	  readings	  and	  topics 
 
Course Topic Text Chapter 
1: Content 
Literacy and the 
Reading Process 
Alvermann, D. E., Phelps, S., & Ridgeway, V. G. 
(2010). Content area reading and literacy: 
succeeding in today’s diverse classrooms (6th ed.). 
Boston: Allyn & Bacon. 
 
Optional reading: Common Core State Standards 
(National Governors Association & Council of 
Chief State School Officers, 2012) 
1 
2:Reading 
comprehension 
Alvermann, D. E., Phelps, S., & Ridgeway, V. G. 
(2010). Content area reading and literacy: 
succeeding in today’s diverse classrooms (6th ed.). 
Boston: Allyn & Bacon. 
 
Fisher, D., Frey, N., & Ross, D. (2009). 
Comprehension is more than a strategy. In K. D. 
Wood & W. E. Blanton (Eds.), Literacy instruction 
for adolescents (pp. 328-343). New York: Guilford. 
 
7 
3: Word Study 
and Vocabulary 
Alvermann, D. E., Phelps, S., & Ridgeway, V. G. 
(2010). Content area reading and literacy: 
Succeeding in today’s diverse classrooms (6th ed.). 
Boston: Allyn & Bacon. 
 
Graves, M. F. (2006). The vocabulary book: Learning 
and instruction. 
6, 8 
 
 
 
 
1-5 
 
4: Fluency   
5:Assessing 
Readers and 
Texts to Design 
Instruction 
Alvermann, D. E., Phelps, S., & Ridgeway, V. G. 
(2010). Content area reading and literacy: 
Succeeding in today’s diverse classrooms (6th ed.). 
Boston: Allyn & Bacon. 
 
Document “Additional CARI strategies” 
5 
6: Supporting 
Diverse learners 
Alvermann, D. E., Phelps, S., & Ridgeway, V. G. 
(2010). Content area reading and literacy: 2 
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and “Struggling 
Readers” 
Succeeding in today’s diverse classrooms (6th ed.). 
Boston: Allyn & Bacon. 
 
Reader Case Studies 
7: Instructional 
Frameworks for 
Reading in the 
Disciplines 
Alvermann, D. E., Phelps, S., & Ridgeway, V. G. 
(2010). Content area reading and literacy: 
Succeeding in today’s diverse classrooms (6th ed.). 
Boston: Allyn & Bacon. 
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Appendix	  F:	  Course	  Media	  and	  	  Topics	  
 
Course Topic Text Chapter 
1: Content 
Literacy and the 
Reading Process 
Alvermann, D. E., Phelps, S., & Ridgeway, V. G. 
(2010). Content area reading and literacy: 
succeeding in today’s diverse classrooms (6th ed.). 
Boston: Allyn & Bacon. 
 
Optional reading: Common Core State Standards 
(National Governors Association & Council of Chief 
State School Officers, 2012) 
1 
2: Reading 
comprehension 
Alvermann, D. E., Phelps, S., & Ridgeway, V. G. 
(2010). Content area reading and literacy: succeeding 
in today’s diverse classrooms (6th ed.). Boston: Allyn & 
Bacon. 
 
Fisher, D., Frey, N., & Ross, D. (2009). Comprehension 
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Appendix	  G:	  Dialog	  Journal	  Assignment	  
 
Objective 	  The	  dialog-­‐journal	  is	  intended	  to	  provide	  students	  with	  an	  individual	  space	  for	  weekly,	  ongoing	  inquiry	  and	  reflection	  on	  disciplinary	  reading	  and	  their	  teaching	  practice,	  and	  to	  allow	  instructors	  to	  collaborate	  with	  students	  in	  that	  inquiry	  and	  reflection.	  	  The	  goal	  of	  this	  ongoing	  inquiry	  and	  reflection	  is	  to	  answer	  a	  question	  about	  disciplinary	  reading	  instruction	  that	  is	  important	  to	  the	  student.	  	  	  
Rationale 	  Feedback	  from	  students	  in	  previous	  semesters	  of	  CI	  5452	  has	  indicated	  a	  need	  for	  an	  exercise	  of	  ongoing,	  focused	  reflection	  on	  disciplinary	  reading	  and	  students’	  teaching	  practice	  as	  well	  as	  a	  need	  for	  another	  means	  of	  focused	  interaction	  between	  instructor	  and	  student.	  	  Dialog-­‐journals	  provide	  students	  the	  opportunity	  for	  this.	  	  Students	  are	  allowed	  to	  identify,	  clarify,	  and	  inquire	  further	  into	  disciplinary	  reading	  as	  a	  learning	  tool	  for	  their	  classrooms.	  	  And	  dialog-­‐journals	  provide	  interaction	  with	  the	  instructor	  in	  a	  non-­‐evaluative	  situation	  wherein	  both	  student	  and	  instructor	  may	  learn.	  	  	  
Instructions 	  	  1.	  	  Come	  up	  with	  a	  question	  that	  you’ll	  answer	  as	  you	  move	  through	  the	  course.	  In	  the	  first	  week	  or	  so	  of	  the	  course,	  post	  a	  question	  you’d	  like	  to	  answer	  about	  how	  disciplinary	  reading	  instruction	  and	  your	  teaching	  practice	  work	  together.	  	  Use	  the	  dialog-­‐journal	  to	  brainstorm	  your	  question.	  	  And	  you’re	  welcome	  to	  ask	  the	  instructors	  for	  their	  feedback.	  	  They’ll	  check	  the	  dialog-­‐journals	  each	  week.	  	  	  2.	  Post	  in	  the	  dialog-­‐journal	  at	  least	  once	  a	  week	  as	  you	  try	  to	  answer	  your	  question.	  After	  you	  have	  your	  question,	  think	  about	  how	  you	  can	  answer	  it	  with	  research	  and	  ideas	  from	  the	  course	  and	  course	  discussions.	  	  Keep	  the	  question	  in	  the	  back	  of	  your	  mind.	  	  Then,	  each	  week,	  brainstorm	  a	  bit	  more	  to	  answer	  your	  question.	  	  	  Record	  your	  reactions	  to	  course	  research	  and	  ideas.	  You’re	  welcome	  to	  record	  what	  you	  find	  frustrating	  or	  what	  doesn’t	  makes	  sense	  about	  what	  you’re	  learning	  as	  well.	  	  Use	  the	  dialog-­‐journal	  as	  a	  way	  to	  talk	  with	  yourself	  and,	  if	  you	  want,	  with	  the	  instructors,	  to	  refine	  and	  answer	  your	  question.	  The	  instructors	  will	  read	  and	  respond	  to	  your	  posts.	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You’ll	  receive	  one	  posting-­‐point	  for	  posting	  each	  week,	  and	  zero	  posting	  points	  when	  you	  don’t	  post	  each	  week.	  Posting-­‐points	  figure	  into	  your	  grade	  for	  the	  midterm	  and	  semester’s-­‐end	  answer	  posts.	  	  	  3.	  Post	  a	  draft	  of	  your	  answer	  at	  the	  midpoint	  of	  the	  semester	  (Mar.	  4,	  2011)	  At	  the	  end	  of	  Week	  6	  of	  the	  course	  (Mar.	  4,	  2011)	  draft	  your	  first	  attempt	  at	  answering	  your	  question.	  	  We	  suggest	  you	  write	  your	  post	  in	  Word,	  and	  then	  cut	  and	  past	  to	  the	  dialog-­‐journal.	  Restate	  the	  question	  in	  case	  it	  has	  changed	  a	  bit	  through	  the	  weeks.	  	  Then	  draw	  on	  your	  own	  dialog-­‐journal	  posts,	  course	  discussions,	  discussions	  with	  instructors,	  your	  own	  teaching	  experience,	  or	  anything	  course-­‐related	  to	  answer	  your	  question	  in	  some	  depth.	  	  You’ll	  receive	  a	  grade	  for	  this	  post	  as	  well	  as	  instructor	  comments.	  	  Check	  the	  rubric	  for	  an	  explanation	  of	  how	  the	  answer	  post	  is	  assessed.	  	  	  4.	  Continue	  to	  post	  at	  least	  one	  a	  week	  as	  you	  consider	  your	  question	  in	  the	  light	  of	  
new	  course	  material	  and	  discussions.	  	  	  5.	  Post	  a	  draft	  of	  your	  answer	  at	  the	  end	  of	  the	  semester	  (May	  13,	  2011)	  At	  the	  end	  of	  Week	  15	  of	  the	  course	  (May	  12,	  2011)	  draft	  your	  final	  answer	  (for	  now)	  for	  your	  question.	  	  We	  suggest	  you	  write	  your	  post	  in	  Word,	  and	  then	  cut	  and	  past	  to	  the	  dialog-­‐journal.	  	  Restate	  the	  question	  in	  case	  it	  has	  changed	  a	  bit	  along	  the	  way.	  	  Then	  draw	  on	  your	  own	  dialog-­‐journal	  posts,	  course	  discussions,	  discussions	  with	  instructors,	  your	  own	  teaching	  experience,	  or	  anything	  course-­‐related	  to	  answer	  your	  question	  in	  some	  depth.	  	  You’ll	  receive	  a	  grade	  for	  this	  post	  as	  well	  as	  instructor	  comments.	  	  Check	  the	  rubric	  for	  an	  explanation	  of	  how	  the	  answer	  post	  is	  assessed.	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Dialog-Journal Rubric for Answer Posts 	  	  Please	  remember	  that	  the	  dialog-­‐journal	  grade	  is	  weighted	  as	  15%	  of	  your	  final	  course	  grade.	  	  This	  means	  that	  each	  of	  the	  answer	  posts	  is	  worth	  7.5%	  of	  your	  final	  course	  grade.	  	  Don’t	  let	  the	  low	  point	  values	  below	  fool	  you!	  	  
Category Descriptor Possible 
Points Posting	  Points	  for	  the	  Weeks	  Preceding	  the	  Answer	  Post	   Average	  rounded	  up	  for	  the	  total	  posting	  points	  for	  the	  preceding	  half	  of	  the	  semester.	  	  One	  posting	  point	  for	  each	  week	  of	  postings.	  	  Zero	  points	  when	  you	  don’t	  post	  for	  a	  given	  week.	   1	  
Reference	  to	  Course	  Research	  and	  Discussions	  
Evidence	  of	  simple	  recall	  =	  1	  point	  Evidence	  of	  integration	  of	  course	  ideas	  into	  your	  teaching	  practice/ideas	  =	  2	  points	  Evidence	  of	  critique	  of	  course	  research	  and	  discussion	  informed	  by	  your	  teaching	  practice	  =	  3	  points	  
3	  
Reference	  to	  Your	  Own	  Teaching	  Practice	  
Evidence	  of	  simple	  recall	  =	  1	  point	  Evidence	  of	  integration	  of	  course	  ideas	  into	  your	  teaching	  practice/ideas	  =	  2	  points	  Evidence	  of	  critique	  of	  your	  teaching	  practice	  informed	  by	  course	  research	  and	  discussion	  =	  3	  points	  
3	  
Persistence	  of	  inquiry	  into	  disciplinary	  reading	  and	  your	  teaching	  practice	  
Mention	  of	  disciplinary	  reading	  and	  your	  practice	  with	  no	  real	  connection	  or	  no	  reason	  for	  lack	  of	  connection	  =	  1	  point	  Connection	  between	  disciplinary	  reading	  and	  your	  teaching	  practice	  =	  2	  points	  Well-­‐reasoned	  connection	  (or	  lack	  of	  connection)	  between	  disciplinary	  reading	  and	  your	  teaching	  practice	  =	  3	  points	  
3	  
Persistence	  of	  inquiry	  into	  disciplinary	  reading	  and	  your	  teaching	  practice	  
Mention	  of	  disciplinary	  reading	  and	  your	  practice	  with	  no	  real	  connection	  or	  no	  reason	  for	  lack	  of	  connection	  =	  1	  point	  Connection	  between	  disciplinary	  reading	  and	  your	  teaching	  practice	  =	  2	  points	  Well-­‐reasoned	  connection	  (or	  lack	  of	  connection)	  between	  disciplinary	  reading	  and	  your	  teaching	  practice	  =	  3	  points	  
3	  
Total	   	   10	  (7.5%	  of	  grade)	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Appendix	  H:	  Group	  Discussion	  Assignment	  
 
The group discussions take place over the course of each topic. Group discussion forums 
for each topic are located above the required readings for that topic. For full points, you 
should aim for 3-5 posts each week, depending on the length of the discussions (please 
consult the discussion rubric for more specific guidelines). We don't ask you to make a 
certain number of responses to others, however we do expect that your contributions will 
include a mix of both original posts and responses (see rubric for further details). Your 
posts should be thoughtful, should make reference to course material with critical 
thinking, and should be aimed toward understanding and applying course material. 
 
Topic 1: Content literacy and the reading process 
 Jan. 18 - Feb. 6 
 
Please identify a text in your content area that you consider challenging, and share an 
excerpt here.  
 
As we read and think about content literacy and the reading process in the first few weeks 
of the course, consider and discuss these questions:  
 
1. What is unique about reading in the agriculture sciences? What kinds of texts do 
students encounter?  
2. What makes reading agriculture science texts challenging?  
3. How can we support students' reading of agriculture science texts? How can we help 
students read to learn? 
 
 
Topic 2: Reading comprehension 
Feb. 7 - Feb. 20 
 
In the second topic of the course, we focus specifically on processes of reading 
comprehension. During these weeks, please consider and discuss the following questions: 
 
1. What factors – individual, contextual, and instructional – are important for 
understanding students’ reading comprehension? 
 
2. Based on these factors, what are some strategies for supporting all students’ 
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comprehension and learning? 
 
3. Think back to your discussions about the uniqueness and challenges of reading in your 
content area. What does it mean to comprehend a text in your content area? What 
implications might such a notion of disciplinary comprehension, in combination with 
what we know about reading comprehension generally, have for teaching and learning in 
your classrooms? 
 
 
Topic 3: Word study and vocabulary 
Feb. 21 - Mar. 13 
 
You and your colleagues meet over the course of Topic 3 to solve a teaching problem: 
Imagine that you have a new student in your class, Xenos Extranjero. Xenos is from 
somewhere out around Alpha Centauri, and consequently has very little idea of how 
people talk and write in schools or in your content area. Xenos also has little experience 
with teachers using reading-to-learn strategies and instruction, or using different sorts of 
books, magazines, blogs, websites, and other readings to help students learn in your 
content area. With your colleagues – and using specific readings and material from CI 
5452 Topic 3, previous content area methodology course material, and reflection on your 
own teaching experience – anticipate problems the student may have in the following 
areas. Then suggest ways in which those problems may be resolved. Draw on material 
from CI 5452 Topic 3, previous content area methodology course material, and reflection 
on your own teaching experience to solve those problems.  
 
1. What is academic language? What is basic academic language that Xenos must have in 
order to succeed? 
 
2. What essential disciplinary vocabulary does Xenos have to know in order to succeed in 
your content area? Why are those terms necessary? 
 
3. In three weeks you'll begin a commonly taught unit of instruction in your content area. 
You'll be incorporating reading-to-learn in that unit. How will you help Xenos to learn 
and use academic language and disciplinary vocabulary in that lesson? 
 
 
Topic 4: Fluency 
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Mar. 21 - Mar. 27 
 
You're team teaching a lesson in your content area with Josefina, a good friend in your 
department. Josefina has decided to include a round-robin read-aloud of a chunk of the 
textbook. The chunk Josefina wants to read contains very important concepts and 
vocabulary from your content area. Her reasons for planning a student read-aloud are that 
the passage is a tough one, and she believes that students who read aloud pay more 
attention. She also thinks that students who have a tough time understanding the passage 
when they read it alone will understand it much better when it's read aloud.  
 
Unfortunately, when you and Josefina teach the lesson, you find that several students 
struggle to read. They start and stop, they don't read aloud with the kind of phrasing and 
inflection you expect, and, worst of all, when these students are asked comprehension 
questions about what they've read, they're unable to accurately answer the questions, 
especially questions that involve inference. 
 
Imagine that you’ll be meeting with Josefina to discuss the lesson’s effectiveness. In your 
group discussion, professionally and respectfully critique Josefina’s lesson, preparing 1-2 
key points to address during the meeting. As it is helpful, use information from topics 1, 
2, 3, and 4 to suggest possible problem areas of the lesson. Be sure to consider how 
fluency may play a part in the lesson, and most importantly, in the students’ ability to 
comprehend the text. If possible, brainstorm solutions to address the problems you've 
identified. 
 
NOTE: Given the short length of this course topic (1 week), you may find it difficult to 
discuss multiple points of critique in depth. Please feel free to focus on those you 
consider most helpful for reflecting on your own teaching. 
 
 
Topic 5: Assessing readers and texts to design instruction 
Mar. 28 - Apr. 10 
 
Imagine that you and your colleagues are collaboratively developing a content area lesson 
to be taught around the middle of a school term (e.g., a quarter, a semester, etc.). This 
lesson will build on learning that your students have accomplished in past weeks, but it 
will also introduce important new disciplinary knowledge and concepts. During an initial 
planning period, one of your colleagues suggests that you each include a disciplinary 
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reading component as one way of enhancing students’ learning. One of your 
responsibilities will be to select the disciplinary text(s) that your students will read. 
 
Based on course readings and your own professional experiences, what kinds of 
assessments – both of readers and of texts – will you plan to use before, during, or after 
the lesson? Consider how the lesson content, your instructional goals, and knowledge 
about your students may influence which assessment(s) you select, as well as how you 
may use data from the assessment(s) to guide your instructional choices and professional 
reflections. As part of your discussion, think about what characterizes strong assessment 
in your content area. 
 
 
Topic 6: Supporting diverse learners and “struggling readers” 
Apr. 11 - Apr. 17 
 
In order to prepare for this week’s discussion, please read the three case studies of 
“struggling readers,” studies describing the experiences of Liz, Don, and Grant. As you 
read the case studies, please consider the guiding discussion questions that appear at the 
end of each. You may take notes or simply consider your answers. Then, draw on your 
individual responses to discuss the following questions with your colleagues: 
 
1.How would you characterize some of the literacy problems evidenced in the 
case write-ups? For example, do you see a word recognition problem, a fluency 
problem, a comprehension problem, a motivation problem, a social class issue, a 
problem with school organization and culture, or some combination of these? 
What helped you reach your conclusions? 
2.Based on the information available, would you say that any of the case students 
have a reading disability or some other kind of learning disability? Cite specific 
evidence. What information is missing that you would need in order to render a 
better decision about the problem? 
3.In the context of your content area, what would you recommend as possible 
instructional solutions to the literacy problems you identify? (We realize that your 
solutions are based on very limited knowledge, but take your best shot! 
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Topic 7: Instructional frameworks for reading in the disciplines 
Apr. 18 - May 8 
 
There’s a lot going on for all of us at the end of the school year, and we know that you’ll 
want to spend time making sure that your final assignments are of good quality. For the 
final group discussion, let’s keep it relatively simple, and focus on building resources that 
you can use in your future classrooms. So for each week, please do the following: 
 
1. For one of your posts for each week, select one content area reading resource, one 
content area reading research article, or one content area reading text or passage, and 
share that with your colleagues. When you share your item, also share one specific and 
practical way that you plan to use that resource to help your students learn your content 
area’s skills or concepts. Your description may be brief. 
 
2. For the second and third posts of each week, please respond thoughtfully to the posting 
of a colleague. Add your own ideas for specific and practical ways to use the colleague’s 
resource to help students learn content area skills or concepts. These may also be brief. 
 
REMEMBER: You want to post three times each week for maximum rubric points in the 
frequency category. 
 
Following are a few places you might start to search for your content area reading items: 
a. The appendices of Alvermann et al.'s textbook 
b. Websites for your content area’s national or state-level professional teachers' 
organizations 
c. Resources recommended by your student teaching supervisors or cooperating 
teachers 
d. Something from the extra resources we’ve included on the website, or resources 
we've suggested in your dialog-journals 
e. A search on Amazon.com or other online booksellers using keywords associated 
with your content area and reading 
f. Searches on Google Scholar using keywords associated with your content area 
and reading 
g. Searches in the University’s library for research articles on content area reading, 
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disciplinary reading, or just plain reading and your content area 
h. Searches in the University library’s online journals devoted to your content area 
or to literacy (something like The Reading Teacher or the Journal of Adolescent 
& Adult Literacy 	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